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4.3 ePortfolio processes: supporting training and the trainer by John Pallister

John Pallister
Wolsingham School, UK

I would like to start with considering the setting we are in concerning the training of trainers,
that is to say, the background. There is an increasing demand for training to equip employees
for  a  competitive  and rapidly  changing world.  This  includes  the need to harness  new and
emerging technologies, the changing demands of ‘jobs’ and the need to retrain people for a
more ‘fluid’ employment market in which people are likely to have many different jobs in their
lifetime. There is also an increasing demand for evidence that shows that employments ‘can
do’,  i.e.  for  generic  skills  and  competencies  like  functional  skills,  employability  skills,
citizenship skill etc. Finally there is a demand for access to ‘anytime, anywhere’ training.

The  increasing  demand  for  skills  means  that  employees  need  to  be  able  to  ‘do’
something  to  be  able  to  function.  The  pace  of  developments  often  requires  skills  and
competencies to be evidenced faster than new qualifications can develop. For instance, in the
case of people working with new technologies, Web 2.0 and the like there is a need to work in
different ways, a need to train people to work in this ways, and a need for ‘evidence’ that
shows that employees ‘can’ work in this ways.

The training environments are characterised by rapidly evolving practice with regard to
the use of information and communication technologies. We can observe the development of
online environments with tools, spaces and communities. Trainers work with individuals and
groups  in  venues  and  environments  including  training  rooms,  the  workplace,  hotels  and
online  settings.  They  fulfil  a  broad  range  of  functions  such  as  facilitating,  supporting,
mentoring, coaching, teaching and many more. Their role is constantly changing and evolving.
But, regardless of the situation, trainers always need to find out first what the learner already
knows or can do,  then engage and support the learner.  Our trainees increasingly work in
environments that require them to use ICT in all aspects of their work. They carry phones with
video cameras, music playback, audio recording etc. They want to communicate via blogs, chat
rooms, text messaging, voice over internet, MSN etc., and they have ‘digital identities’ and
ICT-based, social networks via MySpace etc. In a word, they are living and learning in a rapidly
changing world.

There are many definitions of an ePortfolio, but it is possible to identify some common
elements. One of them is that an ePortfolio involves digital evidence owned by a learner. This
evidence is structured and stored in some way that enables it to be found, presented or shared
by others, e.g. teachers, parents, peers, potential employers, HE and training providers. The
evidence  being  stored  is  likely  to  include  evidence  of  skills  and  competences,  plans  and
aspirations, achievements, learning experiences, and reflection and thinking.

What is important is the process that the learners have to go through when they used
the ePortfolio.  It  is  a  process  of  formative  assessment  and a  process  that  encourages  the
learners  to become reflective.  The learners  first  need to recognise  that  they have to learn
something. They plan what they need to do and often they check and share their plans with
others. Then they do what they have planned and record evidence of what they have been
doing. They need to review and reflect on what they have done and select and link the evidence
they want to share with others. Finally they share and present the evidence. The learners need
to store the evidence in a digital format.

When  we  ask  the  question,  What  is  in  it  for  the  learner?,  one  answer  is  that  the
ePortfolio provides a good basis for new teaching and learning. It helps the trainer understand
what the learner can do or has done. Learners are encouraged to take an active part in their
own learning, i.e. reflecting, planning and communicating about learning are encouraged. The
learner is placed at the centre of the learning process, and personalised learning is supported.
The use of ePortfolios can motivate and engage the learner, raise the learners’ self-esteem,
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support progression and provide opportunities for learners to develop a ‘presentational’ or
self-marketing portfolio. The advantage of an ePortfolio is that it can provide the opportunity
for learners somewhere to store evidence that can support assessment procedures. It can be
hosted online to enable both the trainee and the trainer to access the content at a distance,
supporting dialogue and formative assessment.

The focus, however, has to be on the learning process and not on the tools. The tools and
the technology will change, and lifelong, life-wide hosting, interoperability and ‘anywhere –
anytime’ access are important challenges. But if the ePortfolio process has value there is no
reason not to use it now, harnessing the available technologies.

Finally, the ePortfolio process supports the professional development of trainers as well.
It  gives  evidence  of  trainer  competence  including  new  training  techniques.  It  supports
professional  development  when  the  trainer,  as  a  learner,  is  supported  in  their  reflective
practice. An advantage with regard to career progression would be that the ePortfolio process
supports reviews and job applications. Moreover, the trainer becomes better able to support
learners who themselves are using ePortfolios.

Discussion

The brief  discussion concentrated on some practical  implications of the ePortfolio process.
When asked  about  his  experience  concerning  the  integration of  the  ideas  presented  with
Pallister’s own work as a schoolteacher, he said that some practical experience has been gained
over the past five or six years. One important lesson learned is that the introduction of the
ePortfolio approach in an organisation is something that has to be planned. He also pointed
out that the ePortfolio process is a good method for preparing an organisation for the use of
social software and to make people familiar with online techniques. However, it  has to be
admitted that ePortfolios are difficult  to handle in an environment with large numbers of
students or trainees as the regular update and review of the content is time-consuming.
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4.4 Teacher professional development in groups, communities and networks 
by Vance Stevens

Vance Stevens
Petroleum Institute, Abu Dhabi

At the second Webheads in Action Online Conference, Etienne Wenger (2007) gave one of our
keynotes and I asked him if his ideas on communities of practice had changed at all as a result
of his interactions with Webheads. Surprisingly, he said that they had, especially regarding the
nature of space occupied by the community. He said that we knew who we were in terms of
domain and practice but we had freed ourselves from constraints on space in spanning so
many available spaces in distributing ourselves. To him this was a revelation in that we are
clearly a community of practice, but with very loosely defined boundaries.

At that same online conference, Stephen Downes (2007) spoke about the distinction
between groups, communities and networks. A YahooGroup characterizes that first level of
interaction, where a group forms to disseminate information, but might not necessarily be a
community. A community implies greater interaction where members are impacting on one
another, and a community of practice suggests that this interaction is directed towards the
professional  development  of  all  concerned.  For  some  time  Webheads  have  considered
themselves a community of practice but with so many more opportunities for connectivist
knowledge  to  be  disseminated  across  many  groups  and  communities  (Siemens,  2004),
Downes’s notion of individuals interacting as nodes in a complex and interlaced distributed
learning network is the one that I think best fits Webheads in its current configuration. I think
this is what Etienne was getting at when he said that Webheads had freed themselves from
constraints  on  spaces  in  which  to  meet,  and  thus  his  notion  of  what  characterizes  a
community  of  practice  might  be  merging  with  the  connectivist  network  model  (Stevens,
2007).

In Downes’s view, the expert system of knowing is flawed because knowledge is not
derived  from  algorithmic  processes,  and  it  is  not  linearily  derived  in  a  series  of  if/then
junctions. Instead, knowledge is connectionist, pattern driven as embodied in networks, and
resides at nodes which online comprise distributed learning networks. In order to become
knowledgeable  one develops  competencies  for  accessing those nodes  and systematizes the
information available there.  To Cartesian-logical  minds,  network solutions appear counter-
intuitive until experienced. For example, how can Wikipedia work unregulated and ‘bottom
up’  to  create  an encyclopedia  that  is  in  many ways superior  to the traditional  ‘top down’
authoritatively published ones? Benefit to learning, says Downes, is beyond articulation or
description, but is rather, ineffable.

Regarding the role of modelling for the professional development of teachers, anecdotal
evidence suggests that teachers who do not model appropriate uses of technology predispose
their students to avoid technology. Teachers who use technology in classes positively influence
students  to  experiment  with  technology  in  applying  skills  as  autonomous  learners  and
problem-solvers. The implication is that teachers who explore and exploit opportunities for
interaction with peers in online environments are more likely to adapt techniques they use
themselves  for  professional  development  in  their  own  classes.  Thereby  they  model these
practices for their students. As Downes notes, to teach is to model and demonstrate, and to
learn is to practice and reflect.

The following conclusion can be drawn: teachers who practice autonomy in their own
professional development formulate heuristics for harvesting knowledge within their personal
learning spaces, and they inculcate desired behaviours in their students, thus increasing the
likelihood of producing potentially autonomous and lifelong learners. In order to teach (to
model and demonstrate) one must constantly learn and re-learn, which means to practice the
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behaviours one models (how else model them?) and to reflect on the ramifications of those
behaviours.
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Discussion

In the following discussion the speaker first observed that his contribution might as well have
been placed at the beginning of the session, discussing some more general issues of knowledge
and learning in online environments. He argued that it would not be possible to be a good
employee just by developing one’s initially acquired skills. Instead one has to learn something
new all the time. A productive way of facilitating this incremental learning is to bring people
into communities of learning where they can be involved in conversation with other people
and broader reflection processes.

This idea was taken up by other participants, who argued that in an environment as
competitive as contemporary societies people in principle have the responsibility to constantly
develop their skills and to engage in learning. This requires a high degree of self-initiative on
the part of the learners. Against this view the objection was raised that this would merely
reinforce  the  paradigm  of  employability,  with  any  social  or  economic  disadvantage  being
attributed to individual failure and underperformance. However, this employability view is
nevertheless  empirically  correct  –  the  existing  social  environment  indeed  necessitates
autonomous skill development and self-initiative.

The discussion further addressed the roles of informal and formal learning. An example
was given to show that contents might well be learned faster in an informal setting like the
EVAL sessions than in formal  courses,  and it  was argued that  the two approaches should
coexist. This is relevant because learning ultimately needs to be ascertained in some way. It
was suggested that this could be a business model while contents could be provided online for
free. As an example the European Computer Driving Licence (ECDL) was mentioned where
people have to take part in a test. This was observed to come close to the recognition of prior
learning, an approach that so far has never really “taken off” in the European countries.
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4.5 VITAE – introducing 21st century skills through mentoring by Anne Fox

Anne Fox
CV2, Denmark

Is it a good idea to include mentor training in a Web 2.0 pedagogy course? The VITAE project is
piloting  this  approach  in  order  to  overcome  the  problem  that  VET  practitioners  lack  the
confidence to start using these tools on their own. Preliminary results of the project are being
presented.

The original idea behind the VITAE project was to develop two courses: one on using
Web 2.0 tools, and one on their pedagogical utilisation for disseminating knowledge. It was
only at a later stage that these two approaches were merged into one concept. The overall
approach of the VITAE project is a training the trainers model with the trainer course resting
on several ‘layers’ of pedagogical and technical resources. The top layer is a trainer course with
four  components  (“Mentoring  colleagues”,  “Develop  your  PLE”,  “Getting  management
support”,  “Skill  swap”).  The  second  layer  is  constituted  of  experience-based  learning  as
pedagogical basis and ubiquitous and cheap ICT tools as the technological  basis.  The third
layer is the practice of knowledge sharing in virtual communities of practice. The activities and
measures to ensure that project outcomes can be shared among the users include a hotline and
helpdesk, virtual and face-to-face conferences, a resource bank (del.icio.us and pbwiki) and a
wiki handbook.

The  VITAE  project  is  a  two-year  project  implemented  by  partners  from  Denmark,
Germany,  Lithuania  Norway  and  the  UK.  The  project  follows  the  idea  of  an  intercultural
journey involving “digital immigrants” on the one hand and “digital natives” on the other.
When looking for the most effective description of the course concept in order to sell it, the
partners had to distinguish between an instructor-centric and a learner-centric description.
The learner-centric description was perceived to be the most effective one, and a profile was
drawn up to define the target group of the course. This profile was intended to make it easy for
people to decide whether or not it would be beneficial for them to participate in the course.

According to the profile of the target group the VITAE course is open to people who are
able to work with major word processing and presentation programmes;  regularly  use the
Internet as a source for their teaching; need to implement e-portfolios in their classes; seek to
develop  more  differentiation  in  the  classroom;  and  are  willing  to  teach  and  learn  from
colleagues in their own or another institution. The rationale behind this profile was especially
to attract people who are willing to try out online solutions on the basis of their reasonable IT
skills  and  who  are  interested  in  learning  from  colleagues.  The  most  important  learning
objective of the course was to enable teachers to increase differentiation in their teaching so as
to support personalised learning. The course also aims at enabling the participants to:

- Help students to think about and document their learning through e-portfolios;

- Help their students to learn from and help others through digital tools;

- Help their students to take advantage from digital material that is already available or can
be made available through personal digital communication;

- Experiment with a digitalized training session; and

- Help colleagues in their digital experiments.

The course has a blended learning structure with two weeks of online learning, two days face
to face  and another  five  weeks  online,  culminating  in  an online  conference  meeting.  This
structure was dictated by the fact that the participants were dispersed all over the country. A
virtual community of practice was set up using the Ning platform.
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Examples of participant activities are a blog about health law and a teacher’s podcast.
The experience with the implementation of the course shows that there are certain barriers
that  are  often  not  taken  into  consideration.  One  barrier,  which  is  exemplified  by  the
Lithuanian course, is the language issue. Many contents are available only in English and not
in the national languages. Another barrier is the informality of the communication, which is a
point of concern for teachers, who often wish to be more confident with the use of online tools
before they start sharing with colleagues. A related problem is spam, which could be irritating
for unexperienced users.

Discussion

The first issue raised was the question as to how the combination, in one  of the courses, of
using online tools for teaching and using them for learning from others can be successfully
implemented given the fact that these two activities are distinct and might require different
pedagogical approaches. It was explained that the course does not follow a radical approach,
but proceeds step by step. Although learning and teaching are different things, the reflection
on the links between the two can be encouraged. The tools should be used first.

Another question was how the above-mentioned attitude of teachers, i.e. their wish to
be fully confident in the use of the online tools before they start sharing, should be dealt with.
It was observed that this attitude is quite common among teachers and that they often wish to
be “perfect” and to master everything before sharing their knowledge. The question was raised
as to whether  instead of  encouraging  teachers and teach them to share there should be a
community of practice of  learners. Against this perspective it was argued that there is some
optimism in motivating educators to fully engage in collaborative learning. There is a perceived
need on the part of the teachers for this type of training, which means that at least to some
degree they are open for this concept.
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4.6 TrainerGuide – a digital handbook for trainers in companies 
by Regina Lamscheck-Nielsen

Regina Lamscheck-Nielsen
DEL, Denmark

The  Leonardo da Vinci Transfer of Innovation project aims at the internationalisation of the
Danish TrainerGuide, a tool to support trainers who work in a company. The target group of
this  guide  are  especially  skilled  workers  who fulfil  training functions  additionally  to  their
regular tasks in the company rather than the professional, certified trainers or those who have
a Master’s degree.

The TrainerGuide was first developed in Denmark between 2006 and 2007. It is not an
e-learning tool, but a digital handbook which provides easy to access information on training
methods,  concepts,  practice,  legal  regulations  and  so  on.  Given  that  such  a  handbook  is
interesting for stakeholders in other countries with dual or alternating training it was decided
to set up a European project to internationalise the guide. The project consortium includes
partners  from  Denmark  (Multidisciplinary  University  College  of  Copenhagen),  Finland
(HAMK University of Applied Sciences), Germany (DIHK), the Netherlands (Kenteq), Slovenia
(CPI) and Turkey (Mugla University) as well as silent partners from Croatia and the UK.

The content of the TrainerGuide is basically derived from the role of trainers in the
training process. This role includes the alternation between instructing, observing, correcting,
being imitated, asking apprentices for independent solutions, and making presentations for
groups of apprentices. The trainer plays a role for the apprentice that goes beyond professional
expertise – he/she is often a role model and mentor at the same time. Moreover, trainers need
to practice their role, e.g. imparting skills in an appropriate way, at the right moment, and
adapted to the abilities of the individual apprentice.

A survey has shown that trainers in Denmark use the guide mainly during breaks or at
home. The feature most commonly used is the opportunity to download material, e.g. sample
course  material  or  documentation  of  training  quality  standards.  Altogether  there  are
approximately 50 tools available for downloading.

The aim and expected output of the project is transferring the experiences and model of
the Danish TrainerGuide to other countries and at the same time improve the original product
in Denmark. The transfer involves the translation of the guide into English, which, however, is
not  enough.  Instead,  a  generic  model  for  a  European TrainerGuide  is  needed to  facilitate
application of the guide in different countries. The guide follows a ‘plug & play’ approach that
makes contents easily accessible for the users. At the end of the project the partners aim to
have developed six National TrainerGuides in the respective national languages and adapted to
the countries’ conditions and standards. These final products will support in-company trainers
in  the  training  of  apprentices  /  trainees,  sharing  knowledge  with  others  but  also  further
develop in their own learning through acquisition of new vocational knowledge, which so far
has been only scarcely accessible for this target group. Through the facilitation of the trainers’
personal  and  professional  development  and  their  wish  for  competence  development  the
TrainerGuide is a direct support tool that fosters the continuing professional development of
the trainers. The overarching product – the European TrainerGuide in English – also aims to
increase the mutual understanding and exchange. A competence network with several types of
stakeholders will be established for the exchange of good practice.

The project is currently in the stage of testing the first draft of the generic model, which
has  been  developed  on  the  basis  of  the  English  translation  of  the  original  Danish  guide.
Subsequent to the trial runs and the preparation of the national guides, the final version of
the generic model of the European TrainerGuide is planned to be launched in towards the end
of 2009.
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Discussion

The observation  was made that the crucial issue for e-learning was not technology, but the
pedagogical  approach  so  that  the  question  would  be  how  to  deal  with  the  pedagogical
challenge.  The  reply  stressed  that  the  TrainerGuide  was  not  a  tool  for  e-learning,  but  an
accumulation of knowledge, experience and data. It responds to a specific need, namely, to
train the trainers in companies, who often have no particular basis. The guide can motivate
trainers to learn by making them curious about new knowledge, but it cannot teach them by
itself.

The  question  arose  as  to  whether  there  could  be  a  cooperation  between  the
TrainerGuide project and the Network of Trainers in Europe. It was concluded that it would
indeed be interesting to share the results of the TrainerGuide project within the Network. One
tentative result of the project that might be interesting for the Network is the observation
that  there  is  a  strong  overlap  of  the  TrainerGuide  contents  between  the  countries.  The
countries have approximately 90 per cent of the contents in common. These commonalities
could be a firm basis for mobility and exchange of in-company trainers between the different
countries.

Concerning overlaps and differences it was asked in what areas the biggest divergences
were found. The answer was that the most striking differences were related to the structure,
form and organisation of education and training in the different countries. It was concluded
that in general there is a difference in the organisational structure of education and training,
but relatively high levels of correspondence with regards to the learning methods.

The attitude of trainers towards the digital format of the guide was also discussed as
was the question whether it would make sense to produce an additional print version of the
guide. Evidence is available so far only from Denmark and Germany, which indicates that a
paper version would not be useful as many trainers are not interested in reading voluminous
texts. The most frequently used part of the guide is the downloading of particular features,
which  is  not  really  appropriate  for  a  paper  format.  Trainers  select  and  print  only  those
materials that can be adapted to their needs.
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5 CONFERENCE CONCLUSIONS

By Graham Attwell
Pontydysgu Ltd, UK

The task for the summary of the first day, which has seen an interesting range of presentations,
should be to look for some common themes among the various topics. One key issue that has been
discussed  is  lifelong  learning,  which  is  strange  enough  as  this  topic  has  been  talked  about
endlessly  in  the various  countries  of  the European Union over  the past  ten years.  The major
observation  has  been  that  learning  itself  becomes  more  embedded,  particularly  in  the  work
process, and turns into a day-by-day activity that is no longer confined to a particular domain
called education and special places called schools. It might be questioned whether there is a de-
schooling or re-schooling of society. 

If it is agreed that learning is moving to ever wider fields, the question arises, What is the
contextual nature of learning taking place? A problem that must be observed here is the fact that
qualifications do not arise from contexts of learning and the environment where learning takes
place, but from the activities of the learners. Finally it can be asked, What is the role of formal
learning when informal learning comes into play? Alan Brown, in his contribution, has moved one
step further by suggesting that competence might be recognised by pay structures instead of
qualification structures.

The discussion then moved on to two other themes. One was the role of technology and
how we widen out technology, which then turned into the focus of the second day. The other one
is the training of trainers and how that might happen. There was general agreement about the
changing roles of trainers. The contributions of Eduardo Figueiras and Eileen Lübcke somehow
closed  the  circle  back  to  the  topics  raised  by  Alan  Brown  by  pointing  out  that  instead  of  a
qualification structure based on an external competence framework there might be a series of
commitments made by the different stakeholders who have something to do with this context of
learning. It might well be up to the learners, i.e. the trainers themselves, to start recognising the
learning which is taking place, and to articulate and reflect how this learning meets the objective
of competence development and might be assessed in a peer group context.

Another major point has been raised by George Roberts, namely, the role of trainers and
education in society. This is not just a technical question, but also a social and political question. A
similar  topic  has  been  discussed  by  Barry  Nyhan  when  introducing  the  distinction  of  mass
qualification  and  mass  innovation.  Those  perspectives  lead  to  the  problem  of  defining  and
discussing the social value of learning.

Instead of trying to summarise second day of the conference I would like to point out some
issues  that  were  important  for  the  conference  as  a  whole.  One  major  point  is  surely  the
significance of the event itself. It can be considered a success that it was possible to set up an
online conference like this, to make use of the technology and to bring together a range of training
practitioners and researchers.

Over the two days there has been a series of ideas and a good deal of reflection. A particular
focus has been on lifelong learning and work-based learning. I  expected that the more radical
views on these issues would be held by the e-learning specialists and the more conservative ones
by those involved in the training of trainers in work-based learning. But that has not been the
case. Instead, there is a discourse going through, and that’s the discourse about the move away
from teachers being in control of our knowledge to learners taking control of their own knowledge
with teachers supporting them in their learning journey.

There is still some confusion about the role of qualifications and about the role that formal
learning should have. There were also interesting ideas about transitional pedagogics, one example
being John Pallister’s thoughts on the e-portfolio as a tool for transition and encouragement.
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A lot of discussion has been devoted to communities of practice and self-directed learning
and to the question where we are now and where we want to go, especially as regards the role of
teachers. Some more radical views were presented when George Roberts and Barry Nyhan drew
attention to the perspective of the education system and the society as a whole, discussing the
role of teachers and trainers in society and the political implications of education and learning.

43




