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Abstract
The traditional, direct-from-high-school demographic is shifting to a greater mix of parttime learners, international students, and credential finishers in Canadian community colleges.
This study explores how the learning lives of six faculty members and five mature students could
help post-secondary administrators better understand experiential learning during a time of
unprecedented change. Employing an applied phenomenological orientation, face-to-face
workshops, faculty and student interviews, and online journaling were facilitated. These
discussions and reflections were examined through the lens of an experiential learning model.
This multi-dimensional approach enabled participants to share their experiences, observations,
and feelings. In doing so, participants’ “everyday” learning lives, which are often assumed to be
non-influential, led the process of more profoundly understanding personalized ownership of
learning.
The research question for this study was: To what extent can an experiential learning
cycle inform a deeper understanding of teaching and learning for faculty and students in a
changing Canadian post-secondary education environment? Barriers to adult education, learning
cycles, learning communities, constructed learning, types of students and teachers, and self-study
were examined. Transcript analysis software was used to analyze approximately 420 pages of
semi-structured interview recordings and reflective, online journals. This resulted in the creation
of 50 thematic code sets comprised of 417 codes. A framework emerged to interpret meaning
associated with personalized ownership of learning.
The data informed five calls for action. These focused on further implementing the
model, helping administrators better understand experiential learning, ending labelling of nontraditional students, in-service opportunities for faculty, and growth of professional learning
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communities. This study celebrates how learning belongs to the individual, because when a
student learns, new personalized knowledge is different than that of the teacher. Ultimately, this
study establishes new opportunities for professional development as the learning lives of students
and faculty intersect in a changing community college environment.
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Chapter One: The Changing Post-Secondary Landscape
The Research Context
Canadian community colleges respond to employment trends and governmental interests
in the growth of human capital (Higher Education Quality Council of Ontario, 2009; Colleges
and Institutes Canada, 2013), thereby contributing to meaningful citizenship. Training can be
launched or revised quickly and efficiently in community colleges to meet evolving demands in
society. With focus on knowledge, skills, values, and attitudes, which can be directly utilized in
the world of work, along with the development of transferable skills for jobs which might not yet
exist, community colleges help learners navigate their lives (Association of Canadian
Community Colleges, 2008). As a college faculty member and administrative leader in Atlantic
Canada, I have observed how students build successful careers by integrating learning and
experiences into their lives.
Student demographics in Canadian community colleges have been changing (Kerr, 2011),
such that the historical direct-from-high-school population is shifting to a greater mix of parttime learners, international students, and credential finishers. This phenomenon is not specific to
Atlantic Canada or community colleges. The Higher Education Quality Council of Ontario stated
the non-traditional student is becoming the new normal (Glauser, 2018). This new demographic
is anticipated to outgrow future high school applicants. Similarly, there were 60,000 fewer
primary and secondary students in Vancouver, British Columbia than 10 years ago. These trends
reportedly continued largely due to declining birthrates and Canada’s reliance on immigration
(Bates, 2012).
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I have experienced how the phenomenon of a changing student demographic in the
community college classroom leads to change in post-secondary learning. The institution where I
work places higher importance on supporting part-time, evening, and intersession courses. This
strategy was established to better support students unable to attend full-time programming within
a traditional weekly daytime schedule. Nationally, a 73-million-dollar investment in a new
student-integrated work program by the Government of Canada demonstrates a significant
awareness of increased experiential learning for students (Colleges and Institutes Canada, 2017).
Initiatives such as these illustrate the need for change in how post-secondary programs have
historically been designed and delivered.
As an academic administrator of a college in Atlantic Canada, recognized for its
proactive leadership and adaptability, I work closely with faculty and this new student population
to remain responsive to their needs. This student demographic inspired me to investigate the
teaching and learning dynamics between faculty and students. This was accomplished by
establishing a learning community of students (who were not direct-from-high-school graduates)
and selected teachers. Over a four-month period, face-to-face workshops and online journaling
were used qualitatively to extract meaning from their learning lives.
This phenomenological investigative process was overlaid with an experiential learning
model which has not been frequently integrated into the Canadian community college
environment. The data were explored and used to inform recommendations in the areas of
teacher training, program development, faculty-student relationships, and communication. The
readers of this study will encounter the passion adult learners, who were focused on their
personal goals, brought to their learning experiences at a community college. Additionally,
perspectives of teachers, who wanted to support these students, also emerged as learning
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opportunities. These connections were uncovered through the voices of those directly involved in
shared teaching and learning experiences in the classroom.
As a distinguished post-secondary learning institution in Atlantic Canada, Holland
College (HC) is the sole English-language community college for the province of Prince Edward
Island (PEI). Since its inception in 1969, HC has grown and supported the learning goals of
students, enabling them to contribute to society in meaningful ways (MacKinnon, 2008). In
2017, applicants could choose from 74 full-time programs, a host of part-time offerings, adult
education courses, customized training, and language instruction. Instruction is offered in 13
locations across the province ranging from traditional campus environments in the cities of
Charlottetown and Summerside to smaller, rural training centers.
As a Program Manager acknowledging the influential role HC plays in local and regional
economies, I have observed how the employment and educational goals of students influence the
decisions they make while attending a program. On many occasions, these decisions are
influenced by factors external to the learning described in course syllabi. Faculty also experience
this reality because they are connected to the lives of students. Observing all these, I became
energized at the opportunity to launch a qualitative study focused on the future of post-secondary
adult learning. I believe research that explores the everyday teaching and learning lives of a
small group of teachers and students creates a unique opportunity to learn from personal
perspectives often overlooked by empirical or analytical research traditions.
I intended to extract meaning from the experiences of these individuals within the context
of teaching and learning in a changing community college environment. This was accomplished
with guidance from a supportive doctoral supervisory committee experienced in phenomenology
and applied learning. In addition to their ongoing encouragement, my supervisory committee
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brought significant qualitative and quantitative research expertise and varied teaching
experiences to this journey. This resulted in a qualitative research framework of face-to-face
workshops, teacher and student interviews, and online reflective journals. This three-pronged,
multi-dimensional approach created an environment for teachers and students to share their
experiences, observations, and feelings as front-line, post-secondary education stakeholders. This
was important because the voices of faculty and students can be overlooked or assumed noninfluential due to the everydayness of their experiences. To help the readers of this dissertation
connect to the experiences and passion that emerged during the data-collection phase, personal
reflections from the author and quotes from participants have been included.
Although demographic data regarding changing student populations in community
colleges are available, I set out to learn from the experiences of faculty and students because of a
gap in the literature regarding the interplay between faculty and non-traditional students’
contemporary experiences in a community college environment. The design of this investigation
set the stage for a small group of teachers and students to share personal reflections about their
feelings, goals, challenges, and successes when learning from each other.
Since exploring an experiential learning cycle and the relationships forged by teachers
and students within my autobiographical Masters' thesis (McRoberts, 2006), I always believed
further comprehensive investigation was the next logical step. While a Masters’ student, I was
also working as a culinary instructor at HC. As my research and instructional design skills grew,
I was provided the opportunity to build Canada’s first Applied Degree in Culinary Operations.
Within the scope of this work, I discovered the research of Bernice McCarthy and her 4MAT
Learning System (McCarthy, 2000). This model engaged me in a comprehensive reflexive
process. I was challenged to explore how my identity as an adult educator aligned with
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McCarthy’s descriptions of authentic and memorable teacher-student connectivity, coaching,
collaboration, and celebration in a cyclical learning process. As my thesis grew, I knew there was
an opportunity to re-cast teaching and learning at HC by integrating McCarthy’s research into a
new program. There were moments when both my supervisor and I also knew opportunities
existed for this work to continue. Thus, the seed for this study was sown.
I began this journey to understand how the learning lives of a small group of community
college students (who were not transitioning directly from high school) and teachers could be
used to inform post-secondary administrators during times of unprecedented change. One such
change involved the anticipated decline of the 18- to 24-year-old population in Atlantic Canada
by 14% between the years of 2008 and 2018 (Maritime Provinces Higher Education
Commission, 2007). Additionally, the number of post-secondary institutions that placed more
value on community engagement, citizenship connections, and the integration of academic
learning into the community has grown (Petter, 2017). Realities such as these demonstrate the
importance of the HC management team strategizing to address an inevitable and significant
drop in student applications from local and regional high schools. In response, HC instituted a
new academic model in 2015, which focused on increasing course-based flexibility for learners.
Additionally, emphasis was placed on growing evening and intersession course offerings so that
students could better manage daytime responsibilities. Ultimately, college management
implemented strategies such as these in response to increased recruitment of international
students, part-time learners, credential finishers, newcomers to Canada, and the need to address
immediate and long-term sustainability concerns.
As a doctoral candidate and HC employee, I believed this focused, institutional planning
would be supported by investigating the teaching and learning lives of non-traditional students
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and faculty. This journey began with my residency year in 2013. I customized my coursework to
complement the vision of this study. As my horizons expanded and I experienced the work of
others and various research methodologies, I ensured activities such as conference presentations
and directed study also supported the growth of this investigation.
This research context is an excellent opportunity for both institutional and personal
growth. In the past 22 years, I have examined the post-secondary learning environment from the
perspective of a faculty member, program designer, curriculum consultant, graduate student, and
academic division manager. I have considered student and faculty needs from various vantage
points. As a community college leader, I have developed a deeper awareness of how meaningful
and memorable learning becomes increasingly complicated when different types of teachers and
students interact with each other. These experiences have been integrated into numerous college
projects, initiatives, and strategies aimed at providing positive learning environments for
students.
Because of the increased volume of HC students who are not representative of the directfrom-high-school demographic, I found myself spending more time working with teachers who
wanted to respond more effectively to the educational goals of career changers, part-time
learners, credential finishers, and newcomers to Canada. I worked to support this growing
population of students as they also faced challenges. For example, I have observed an increased
number of students required to work full-time hours to meet their financial responsibilities while
attending full-time classes. Often, this pressure negatively affects attendance and impedes
academic progress. As well, the frequency of students seeking support from my office when
communication challenges emerge between themselves and their teachers has also increased. In
such situations, engagement issues needed to be addressed by both the students and faculty
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members, because I remained committed to ensuring engaging, valuable, and memorable
experiences for all students and staff members. The interplay of this changing teacher-student
dynamic inspired me as a researcher. This interplay also became an important part of my own
learning process when considering how an institution such as HC could offer the best possible
learning experience for every student.
For the 2017 academic year, 974 program applications from international students were
submitted to HC. This was converted to 333 international students who started a program out of
a total population of 2,335 full-time students. In contrast, 606 international student applications
were received in 2016. Of this number, 246 students joined the institution (Holland College,
2017). In September of 2018, more than 400 international students were expected to begin
studying at HC. This spike in growth for a small, Canadian community college aligns with the
overall growth of international students at Canadian universities. Case in point, there were
approximately 83,000 international students in Canada in 2006. This number rose to 175,000 in
2016 (Bowness, 2017).
Acknowledging an increased volume of international students, part-time students, and
career changers, along with the shrinking demographic of traditional, direct-from-high-school
applications, I observed that diploma and certificate programs with traditional entrance and exit
points and completion timelines became increasingly difficult for these new student populations
to navigate. For example, a program which could only be taken in a full-time, daytime format
might not be attractive to individuals required to provide overseas financial support to their
families or to students who wanted to build new lives as newcomers to Canada. Additionally,
more students shared with me that they were either willing to extend the time it took to earn a
credential or wanted to know how they could complete a credential more quickly. Recognizing
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these shifting realities, I observed faculty struggle because they were unaware of effective
supports these students required to create a healthy life-school balance for themselves. As a
doctoral candidate, I therefore embraced the opportunity to undertake research focused on the
learning lives of college faculty and a growing demographic of career changers and credential
finishers.
As both a post-secondary administrator and graduate student, I became increasingly
interested in andragogy (Knowles, 1980) during times of unprecedented and often unanticipated
demographic change. I was fascinated when interacting with an increased number of adult
learners who seemed less concerned than me about finishing a diploma program within a
prescribed two-year schedule and more interested in exploring individualized course choices and
part-time learning. This was because my own beliefs and those of many of my colleagues, as to
what it took to go back to school, often conflicted with this new reality. In turn, numerous
administrative processes needed to be reviewed to better fit the goals of students, as opposed to
the institutional goals. For example, many of these students placed more importance on
balancing work, family, and personal commitments with school. This was sometimes difficult for
an administrator or faculty member to accept due to traditional attendance and academic progress
policies. These students were often more comfortable than we, as teachers, were in extending the
timeline required to complete their credentials. This new reality required support for an adjusted
faculty and administration mindset because different questions surfaced regarding students'
learning journeys.
Recognizing the changing student population at HC, I believed much could be learned
from the perspectives of participants when they examined their learning lives through the lens of
an experiential learning cycle. In particular, the research led by Bernice McCarthy challenged
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participants to consider how they encounter, absorb, and integrate learning as individuals. This
cycle, grounded in experiential learning theory (Kolb, 1983; Lewin, 1951; Piaget, 1929) strikes
the very heart of what I believe creates successful relationships between students and teachers. I
was enthralled with McCarthy's clear and pragmatic descriptions as to how learners, teachers,
administrators, and other professionals journeyed through her model. Because of limited
awareness of this model in the Canadian post-secondary environment, I believed an opportunity
existed to investigate how this work could be more deeply integrated into a community college
environment.
Addressing the Opportunity
This study has been organized into five chapters, utilizing a widely-accepted dissertation
format. Readers will experience how a small group of teachers and adult learners came together
over the course of four months and shared personal reflections on their educational experiences.
These discussions and reflections were examined through the lens of a learning model that has
not been extensively integrated into the Canadian post-secondary environment. Throughout the
dissertation, I have included quotes gathered from participants during the data collection process.
This was because, as a research group, we experienced many memorable moments when
participants offered meaningful feedback. Not to share some of these moments would have been
a disservice to the participants in this study. Additionally, I have included personal reflections as
the author of this research, because I also lived the experience of interacting with the participants
and remain passionately connected to this study as both an academic and community college
leader. In addition to providing context for this research, a review of pertinent literature, and an
overview of the data collection process, the analysis includes a series of recommendations that
may be useful in post-secondary learning environments.
9

This dissertation is a unique approach to investigating lived experiences of adult learning
from the perspectives of both students, who did not arrive at HC directly from high school, and
teachers, who were managing increasingly diverse class rosters. This research also adds to
existing literature on the future of adult learning by offering an innovative way to incorporate the
experiences of others into a globally-respected learning cycle. In doing so, a deeper
understanding regarding the needs of, and potential support for, a changing community college
student population is offered. This study, based on the experiences of two small participant
groups, provides an important contribution within the educational research community. This
approach to incorporating the learning experiences of others has resulted in findings that could
be used to better understand the needs of new student populations. Concrete recommendations
for achieving memorable and personalized learning are presented because of the applied nature
of this investigation. Finally, this study demonstrates how a merging of applied
phenomenological and cultural research can inform future lifeworld investigations at the postsecondary level.
Importance of the Study
The privilege to work within a changing post-secondary environment allowed me to
examine the learning lives of a small group of teachers and students through the lens of a global,
natural learning cycle recognized for its inclusiveness and relevance to multiple learning
environments (McCarthy, 2012). It was my hope this investigation would help others better
understand the forces experienced by a new student population and faculty, which affected adult
learning from the perspective of a small community college. Hence, those responsible for
teacher-education programs, program development, instructional development, student support,
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applicant conversion, student retention, and part-time learning can be provided with reliable
research findings useful to institutional planning activities.
This investigation is important because numerous perspectives as to what should take
place to ensure quality in post-secondary education are shared by other passionate adult
educators. These discussions often arose in relation to the complexities of the student experience
and the challenges experienced by teachers when attempting to support them. For example, even
though post-secondary institutions have been recognized as important settings for promoting
mental health and well-being (MacKean, 2011), the 2013 Canadian extension of the National
Health College Assessment student survey reported that out of 6,943 respondents, 89.3 percent
indicated they were overwhelmed by what had to be accomplished at school. Additionally, 37.5
percent of the participant sample felt so depressed it was difficult to function, and 56.5 percent
experienced overwhelming anxiety at some point within their past year (American College
Health Association, 2013). I believe such findings intensify among international students, parttime learners, and career changers due to the unique pressures these groups experience.
Additionally, research surrounding the value of the traditional quality indicators
established for universities in Ontario confirmed that a review and redefinition of existing
accountability theory was required (Chan, 2015). Such research questioned whether or not what
we ask of students regarding satisfaction in their education is still appropriate for a changing
population in the institution. In many cases, traditional questions asked of students regarding
their experiences did not match what was important to them. Developing meaningful
relationships with faculty members, making new friends, and having confidence in a path to
employment, were some topics students shared in my office as being important to them. These
types of questions can be as enlightening to an institution as students’ views on the quality of
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curriculum, cleanliness of a facility, and faculty availability. Through this study, an opportunity
existed to gain new and deeper insights into the learning worlds of non-traditional students as a
starting point for transforming the learning environments administrators and teachers set up for
them at the post-secondary level.
The Research Environment and Question
Sustainability in post-secondary education remains dependent on faculty and
administrators’ better understanding the needs of students to respond in meaningful ways
(Canadian Education Association, 2013). Considering how adults connect their learning to
personal, real-life situations (MacKeracher, 1996), understanding the learning intentions of a
post-secondary student population remains an important aspect of ensuring quality in teacherstudent relationships at the post-secondary level. Leading educational research within this
environment is important because the culture of adult learning is influenced by teacher-student
relationships forged by non-traditional students such as career changers, partial credential
earners, international students, and those seeking individual course credits (Association of
Canadian Community Colleges, 2010).
The purpose of this study was to interact with faculty and students in a manner that
enabled their insights to enhance and enrich the adult learning environment. As a qualitative
researcher interested in the shared learning experiences among teachers and students in a postsecondary environment, I acknowledged how situational observation challenged my thoughts on
quality teaching. The interplay between my observations and conceptions about learning in
comparison to those of others required a significant level of reflexivity (Bourdieu, 1992) on my
part. I acknowledged that I brought social biases to this study and, by becoming aware of them, I
helped establish disciplined subjectivity within the research. In doing so, I ensured my personal
12

biases did not inadvertently influence this study. For example, I have come to support the idea
that curriculum should be lean (Silberman, 2006) to ensure students are not overwhelmed during
a class. This thinking can be challenged by some instructors who believe “more is better”
because the skills required in the workplace are so complex.
Additionally, I embraced an iterative writing and data analysis process to capture
accurate interpretations of the learning experiences of those involved in this study (Geertz,
1973). Through this investigation, a well-respected learning cycle that was not fully integrated
into the Canadian post-secondary educational environment was explored. This was accomplished
by creating a semester-long experience where teachers and students shared their experiences
based on questions and reflections directly related to the model.
The leading question for this research investigation was: To what extent can an
experiential learning cycle inform a deeper understanding of teaching and learning for faculty
and students in a changing Canadian post-secondary education environment?
Having reflected upon my own experiences as a post-secondary leader and instructor, I
did not believe learning cycles had been explored deeply enough at the college level when
addressing challenges encountered by non-traditional students. This belief was aligned with a
gap in the literature, which, in turn, presented a significant doctoral-level research opportunity.
Therefore, at a time when Canadian post-secondary learning environments are challenged to
change to meet the needs of an increasingly diverse student population (Canadian Education
Association, 2013), an opportunity existed to investigate a deeper understanding of the needs of
these learners from the lived experiences of both the student and faculty member.

13

Chapter Two: Literature Review
Pertinent Literature
Research abounds regarding student learning and the experiences of faculty in the
continually changing community college environment (Cassidy, 2015; MacKay, 2014; Parker,
2017). Such research is especially important, considering the unknown landscape of tomorrow’s
jobs for today’s students. In turn, community colleges strive to align with the vision of a wellprepared and skilled national workforce. In Canada, community colleges are committed to
collaborating with industry and promoting a culture of lifelong learning to ensure citizens are
better prepared for the workplace (Colleges and Institutes Canada, 2017). Interestingly, the focus
on job preparedness displayed by non-traditional adult learners is mirrored by younger,
Generation Z students. For both of these groups, the practical outcomes of post-secondary
education along with the financial pressures associated with school are paramount. In addition,
adult learners with previous work experience understand the relationship between education and
workplace skills. Other populations within the non-traditional student demographic also
understand this relationship (Larkin, 2017). These inter-generational similarities provide added
applicability for this study.
These factors are important because students bring their own personal, competitive forces
to the increasingly diverse community college classroom. As a community college leader, I have
observed students become overwhelmed by their financial concerns, attempt to communicate
how they want to customize curriculum, seek balance with their family responsibilities, work to
balance social challenges, and attend to their overall well-being. These pressures are being
examined in new ways by administrators in both government and post-secondary settings. For
example, 2017 was a record year for the number of international students attending post14

secondary institutions in Canada (Academica, 2018). This growing demographic has forced postsecondary administrators to consider new mental health and student-support strategies. In fact, in
January 2018, the Council of Atlantic Ministers of Education and Training committed to
developing a mental health framework to better respond to the needs of students (Silva, 2018).
These realities illustrate the complex learning lives of students in a changing community
college environment. In turn, complexities faced by students mean faculty must also be
supported. These examples illustrate the complex challenges educational leaders face with their
teams, suggesting that the learning journey of any student must be considered from the
perspectives of faculty preparedness, useful program design, student engagement, inspiration,
and perceived value from the vantage points of multiple stakeholders.
To accomplish this, I focused on how barriers to adult education, learning cycles,
learning communities, types of students and teachers, and self-study could be employed to
support the vision of learning in a changing community college environment. Additionally, I
committed to investigating how personalized, constructed learning could be communicated
between faculty and students. These linkages were important because I have experienced the joy,
wonderment, and pride of students who believed they had changed their lives forever by learning
beyond prescribed curricula. This was accomplished by positioning a learning model in the
realms of experiential and constructivist learning in community colleges. I also ensured that
research conducted on learning models and types of teachers were contrasted. Acknowledging
the learning cycle I incorporated into this study, which can be used for a full instructional design
process, I focused on the learning journeys of students and their teachers in relation to the
transfer of knowledge for the student as a lived experience. Figure 1 illustrates the six areas I

15

investigated directly related to personalized ownership of learning in a changing community
college environment.

Figure 1. Examining Personalized Ownership of Learning in a Community College

The Changing Post-Secondary Learning
Environment
Personalized Ownership of
Learning in a Community College

Barriers to
PostSecondary
Learning

A Natural
Developmental
Learning Cycle

Learning
Cycles and
Types of
Teachers

Learning
Communities

Self-Study for
Adult
Educators

A Constructivist
Approach to
Learning

Barriers to Post-Secondary Learning
Whether considered traditional or non-traditional students in a community college, the
reasons adult learners engage are directly influenced by a number of characteristics commonly
associated with them. For example, Knowles (1980) proposed adults needed to identify relevance
for their learning. Knowles also described how adults want to be self-directed regarding their
learning and are problem-centered as opposed to subject-centered. Adults are also highly
internally motivated to learn (Merriam & Caffarella, 1999) and expect to be treated as adults
(Rubenson, 2011). These characteristics must be contrasted with the fact that there is no allencompassing descriptive standard for all adult learners. Adults comprise a diverse group and,
therefore, bring diverse pressures to post-secondary education (Gallbraith, 1990).
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Barriers to learning for adults can be categorized as situational, motivational,
institutional, and individual (Flynn, Brown, Johnson, & Rodger, 2011). Situational barriers are
the forces directly affecting students. For example, familial responsibilities and financial
challenges are situational barriers, which can impede adult learners from participating in a
program. Additionally, low levels of emotional support can also lead to non-participation. In
such cases, negative attitudes towards learning experienced by students can be directly related to
lower program participation and completion rates (Bamber & Tett, 2000; Terry, 2007).
Motivational barriers to adult learning include past experiences and perceptions along
with personal or workplace influences felt by students. For example, a past history of poor
school experiences has been linked to lower participation in adult learning programs (Belzer,
2004). Institutional barriers include institutional and governmental policies that do not suit the
needs of adult learners. This type of barrier can also include teachers who do not possess
appropriate training to support a diverse classroom. As well, poorly designed curricula, which
render personal connections to students’ lives almost impossible, can be viewed as an
institutional barrier (Bamber & Tett, 2000). Individual barriers include gender, education levels,
and socio-economic status (Flynn, Brown, Johnson, & Rodger, 2011). Interestingly, individuals
who have lived in communities with low participation rates risk isolation from family and friends
due to stigma associated with their motivations to learn. This reality can be compounded for
international students who experience significant changes in their lives (Alfred, 2003).
Faculty and administrators can work to remove barriers for adult learners by involving
students in curricular design, helping students find personal relevancy in learning outcomes and
viewing themselves as partners in the learning process (Falsaca, 2011). Additionally, adult
educators can be provided with opportunities to explore the effects of their relationships with
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students and their perceptions of the effectiveness of instructional methods (Karge, Phillips,
Jessee, & McCabe, 2011). In addressing these barriers, faculty can focus on facilitating learning
as opposed to dictating it. They can also foster autonomy in learners. These strategies contribute
to adult learners feeling empowered on their educational journeys (Jarvis, 2004; Rubenson,
2011).
A Natural Developmental Learning Cycle
In writing my thesis for a Master of Education degree, which focused on integrating
authentic, experiential learning when developing a new college program (McRoberts, 2006), I
was captivated by the model of learning and teaching rooted in neuro-psychology as presented in
four developmental publications. A foundational aspect of this model includes how
subjective/reflective and objective/logical thinking both occur in the brain. This is referred to as
left- and right-mode processing. Additionally, through hemispherity, this model supports the
notion that individuals often favor either left- or right-mode processing when learning
(Beaumont, McManus, & Young, 1984). McCarthy (2000) proposes that individuals have the
opportunity to employ right- and left-brain thinking in each of the stages of her experiential
learning model. This interplay encourages creativity and problem solving.
Learning begins with the learner reflecting on an experience and ends with new learning
owned by the learner. This process is often described as a cycle or spiral because new learning
sets the stage for the process to continue (Kolb & Kolb, 2008). McCarthy’s 4MAT model (2000)
of a natural learning cycle from cradle to grave has been influenced by numerous proponents of
experiential learning theory. For example, Vygotsky (1986) described how learning occurred in
communication with others during collaborative problem solving (Schein, 1996). Vygotsky
(1978) also described how individuals used dialogue to reflect and take actions, which led to new
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learning and change. Piaget (1929) confirmed how intelligence was shaped by experience and
was a product of the interaction between individuals and their environment. He described how
experiences were felt, considered, compared, attached or rejected, and enfolded when confirmed
in the individual. Dewey (1938) stated that authentic learning created purpose, which led to
change and transformation. This was communicated through a cycle of observing, connecting,
gaining new knowledge, judging knowledge, acting with purpose, and integrating new learning
into one’s life. Lewin (1951) described the cycle McCarthy employs in her work as connections
between experiences and analysis. These connections honor both feelings and thoughts during
the integration of theory and practice. Lewin also outlined how learning was facilitated when
tension existed between thinking and reflection. He emphasized how experiences connected
learning to personal involvement. Foundational to McCarthy’s research was the groundbreaking
research of David Kolb (1983) who described how individuals travelled through all four stages
adopted by McCarthy. Significantly, this cycle repeated with the occurrence of new learning.
Over the past 30 years, McCarthy has championed educational development on a global
scale. She identified how curiosity leads to creativity, yet schools are filled with bored learners.
In addition, McCarthy questioned why students were working independently at a time when
collaboration was viewed as an essential way to solve problems. McCarthy also questioned why
students were still being taught to the content, and communication challenges still existed in the
teaching process in such an interconnected world. Through these investigations, McCarthy set
the stage for why an experiential learning cycle was important in a changing world. Educators,
learners, and educational systems must seek new opportunities to better match the real world
outside a school. As a result of the global reach and adaptability of McCarthy’s learning cycle,
her model has been applied within diverse learning environments across numerous professions in
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addition to elementary, secondary, and post-secondary school systems (Shaughnessy, 2013).
Examples include staff development (Kelley, 1990), technical skills training (Zanetich, 2009),
corrections (Rothman & McCarthy, 2012), and sport management (Bower, 2013).
McCarthy’s model challenges educational stakeholders to consider how a learning cycle,
influenced by many theorists who have studied experiential learning, can be implemented in their
environments. Teachers are challenged to employ facilitation strategies focusing on
communication, critical thinking, collaboration, and creativity in ways the learners own their
learning through a process of experiencing, feeling, reflecting, thinking, and acting. By
embracing this learning cycle, a teacher’s status as the sole leader in the class is diminished.
Students no longer work alone. As well, self-confidence in students grows, collaboration and
group work flourishes, students experiment with curriculum, and teachers let go of control yet do
not experience a sense of loss. In fact, power, in the sense of lasting impact, increases when
teachers let students own the learning process.
The foundation of this learning cycle lies in how individuals perceive and process
information. The perceiving aspect is described as what happens to individuals and how they
then label these experiences for themselves. In other words, the dimension of perceiving is all
about how individuals travel through their experiences and associate them with their personal
conceptualizations. This creates the vertical axis of McCarthy’s model, as seen in Figure 2.
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Figure 2. Range of Perceiving Experiences
Perceiving
Experiencing

Conceptualizing

The processing aspect of the model is described as how individuals reflect and then act
upon information. In other words, this dimension showcases how individuals move between
these reflections and actions. This concept creates the horizontal axis of McCarthy’s model, as
seen in Figure 3.

Figure 3. Range of Processing Experiences
Processing
Acting

Reflecting

Perceiving and processing create the two dimensions of McCarthy’s learning cycle.
Movement occurs across these continuums when individuals test novel ideas in real-world
situations, adapt what they learn in the context of their lives, and act upon the ideas they ponder.
For McCarthy, the learning process unfolds as teachers and learners collaboratively journey
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through four essential stages, created through the dimensions of perceiving and processing. As
both teachers and students pass through these stages, learning is formalized and integrated by the
learner. Figure 4 shows McCarthy’s complete framework for experiential learning.

Figure 4. Framework of McCarthy's Experiential Learning Cycle

Experiencing

Stage 4

Stage 1

Acting

Reflecting

Stage 3
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In the first stage of the cycle, learners and teachers connect and communicate with each
other. Personal connections are made, which enable students to view learning for their own sake.
This is an important model because it helps make sense why students can move from going to
class because teachers take attendance, to being there because they want to be there. In this stage,
learners are provided frequent opportunities to reflect on the experiences they bring to a new
learning situation. Through this personal and authentic human connection, interest is sparked,
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meaningful dialogue takes place, reactions create curiosity, and reasons for learning become
clear.
In the second stage of the cycle, students and teachers collaboratively examine content, as
the teacher's role as content expert becomes increasingly important. Teachers take the
opportunity to share their expertise with students and expertly communicate content. This
curricular interaction takes place at micro and macro levels. An even deeper connection to one's
personal life occurs as content is examined. In-depth content analysis is achieved when teachers
employ multiple facilitation methods to keep the learner engaged.
In the third stage of the cycle, students are provided with time and opportunity to practice
and master new skills or thinking. Student understanding of content is checked frequently. Peer
learning within real-life scenarios might take place and students are encouraged to play with
content as a method of reaffirming their learning. Thus, teachers become coaches as students
take more of a lead role in their learning.
In the fourth stage of the learning cycle, teachers help students analyze their personal
learning. Teachers cheer students on and ensure time and space is provided for creative and
personal integration. Students edit and refine their work, celebrate the learning they have fully
integrated, and are encouraged to share their learning with others (McCarthy, 2012). This cycle
is often described as a spiral, because when learning takes place for students, new opportunities
emerge for the cycle to begin again.
McCarthy also used this model to describe four types of learners. Identified as
imaginative, analytic, common sense, and dynamic learners, each excels in a different stage of
the cycle. Imaginative stage one learners first feel, then observe, seek personal meaning, and then
get involved. They question why teaching happens the way it does and why content is worthy of
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being learned. Analytic stage two learners listen, think through content being presented, and
want to know what the experts know. These learners seek the facts. “What” is their primary
question. Common sense stage three learners experiment, build, and tinker. “How can I use
this?” is always a leading question for these individuals. Finally, dynamic, entrepreneurial stage
four learners do things, seek hidden or new opportunities, focus on self-discovery, and explore
possibilities beyond content being presented. These individuals continually ask “what if”
questions to push the boundaries and take initiative to achieve their vision.
One of McCarthy’s largest contributions to understanding teaching and learning is her
belief that although individuals may have a learning preference, learning in all four ways is
crucial for personal development. She believes that teachers at all levels can reach students and
help them stretch so that they travel completely around the cycle. This journey enables students
to grow personally and professionally. As a result, their leadership potential is constantly
enhanced. To showcase how others viewed McCarthy’s work, the stages of this learning cycle
were described in the following manner:
Oneness: The classroom is a loving and safe place with an affectionate atmosphere. The
individuality of students is celebrated. Early on, students demonstrate caring and cooperation.
Curriculum is related to life experiences and teachers are motivators.
Twoness: At this time, forms of knowing are collaboratively explored by students and
teachers. Several ways of learning are utilized by teachers and experienced by students. Ways of
living are respected by all and societal practices are examined. Teachers are content experts,
which allows questions to be explored in meaningful ways.
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Threeness: Real activities take place in the classroom and students are provided with
opportunities to work both individually and in groups. Learning is useful to students and respect
is shared for honest work. Teachers act as coaches within the class.
Fourness: Multiple models for success are designed and supported by teachers. Learning
communities flourish as students build upon their learning. At this time, students are encouraged
to take risks and receive support as they experience uncertainty. In this environment, an
entrepreneurial spirit flourishes and wonder is celebrated. Teachers are co-evaluators with
students (Noddings, 1985).
As part of my research, I participated in online webinars facilitated by Dr. McCarthy. I
also reached out to her via email to discuss her learning cycle model. When I asked what she
considered the most important part of her work, she responded:

The most important part of my work, which is based on the work of many others, is the
movement from content as primary to competence as primary. The “what?” in stage 2 is
always in service to the “how?” and “what if?” in stages 3 and 4. This does not diminish
a rigorous approach to content learning. This is because the essence of the content must
have clarity. Content must be conceptualized, that the big ideas be introduced first with
the details in attendance. This demands a deep understanding of the material on the part
of the teacher. But the final successful learning outcome always requires transfer,
idiosyncratic transfer, into competence. (McCarthy, personal communication, 2015)

The model developed by McCarthy, described as the 4MAT Learning Cycle, provided a
guiding framework for this investigation. My goal was to shed new light on the teaching-learning
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dynamics at the college level and to make meaningful recommendations to achieve higher
impact learning at all levels of post-secondary education. I accomplished this by gathering
experiential perspectives on teaching and learning from faculty and students in relation to
changing populations in the classroom. A rigorous and reflective process of developing detailed
descriptions supported this qualitative research journey. This was accomplished by examining a
significant volume of experiential data from the participants within this study (Patton, 2002).
Learning Cycles and Types of Teachers
In addition to the work of McCarthy, a significant volume of research exists on learning
cycles. The pertinent literature provides a deeper understanding of the learning dynamic between
teachers and students, which was also applied to this study. Specifically, teacher-student
engagement, communication, the elements of effective teaching, faculty approachability, and
epistemological beliefs of teachers were examined. For example, parallels can be drawn between
the work of McCarthy (2012) and research conducted by Barrie and Ginns (2007). These
researchers outlined how the initial element of teaching is explaining the subject to the learners.
Teachers then move to guiding and supporting students as they see and hear how something is
done. Finally, teachers enable learners to employ new skills in their own lives.
Additionally, in a study of 297 undergraduate students, five behavioral categories were
described on how teachers demonstrated authenticity with students. These included
approachability, passion, attentiveness, capability, and subject matter expertise (Johnson &
LaBelle, 2017). Johnson & LaBelle (2017) also reported that college students associated
authentic teacher communication with a more open and supportive classroom. Interestingly,
these behaviors aligned with the stages of McCarthy's learning cycle.
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In relation to a natural, experiential learning cycle where students and teachers have the
opportunity to make meaningful, personal connections, learn new concepts, tinker with new
knowledge and skills, and fully integrate new learning, McCarthy described how many types of
teachers flourished in the stages of her learning cycle. For example, some teachers focus on
facilitating individual student growth and believe students become more self-aware through
reflection. These individuals believe curriculum helps students know themselves and others.
Other teachers want to transmit the best and most up-to-date knowledge. These individuals
believe learning should be approached systematically. Still others involve students in hands-on
learning, experiments, and problem solving. These teachers view knowledge as an enabler with
important economic usefulness. Finally, some teachers want students to envision the possibilities
of life and help them act on their dreams. These individuals use the community as a classroom
and identify the needs of that community as learning opportunities (McCarthy, 2000). In my role
as a college leader, I have observed each of these types of teachers in action. I have observed
how they bring out the best in students in several ways. I have also experienced how
communication challenges exist among assorted types of teachers. As part of this investigation, I
uncovered deeper meaning and understanding from interacting with teachers and students.
When examining how others have studied learning cycles, connections can be made as to
how McCarthy (2000) describes types of teachers. For example, Dumbrajs, Keinonen, A.
Kinnaslampi, and H. Kinnaslampi (2010) also examined types of teachers. These researchers
identified student-centered, profession- and teaching-orientated, societally-reserved, and
societally-orientated teachers through a study which included both pre- and in-service teachers.
Additionally, an illustration of teacher identities was developed by Barrett (2006). Within this
model, groups such as relaters (those who valued student relationships), gazers (those who
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emphasized the cultural aspects of education), and storytellers (those who integrated their
professional and personal identities into practice) were identified. In many instances, researchers
investigating types of teachers confirmed that individuals were not confined to one particular
typology. Teachers often shared characteristics and shifted among typologies as their personal
repertoires evolved over time. By focusing on the volume of research regarding learning cycles
and types of teachers (Barrett, 2006; Gipps, 1995; McCarthy, 2000; Osborne, McNess,
Broadfoot, Pollard, & Triggs, 2000), a comprehensive foundation to elevate and transform
teacher-student relationships can be created.
No matter which learning cycle an educational researcher explores, important
considerations can be uncovered regarding the positive outcomes for learners stemming from
interaction with their teachers outside the classroom (Cox, McIntosh, Terenzini, Reason, &
Lutovsky, 2010). Evidence has been presented confirming many learners do not know how to, or
why they should, interact with faculty outside the classroom (Vianden, 2006). A connection can
be made to the fact that teachers who possess a more student-centered approach to their practice
interact with learners more frequently outside the classroom (Cotten & Wilson, 2006). This is
important when considering the effect of learning cycles, because I have experienced how
students and teachers reflect on their learning both inside and outside the classroom. The
opportunity to further explore these perceptions was significant when investigating the changing
student population in post-secondary education.
Awareness of the epistemological beliefs of teachers is critical to demystifying learning
cycles, because beliefs regarding the nature of learning are influenced by epistemological beliefs
(Er, 2013). That is, how students and teachers view knowledge and learning directly influences
the ways of teaching and the learning process. By considering the relationships between
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epistemologies and learning, a deeper awareness of why teachers and students interact in the
ways they do can be uncovered. For example, differences can be observed between teachers who
believe their role is to provide only accurate content to students, as compared to those who
believe in co-constructing new student learning by embracing individuals’ social realities as they
acquire and use knowledge to guide their behavior (Berger & Luckmann, 1966).
Finally, interpretations of how others view a learning cycle can be made when the
researcher is aware of the epistemological beliefs of participants in a research investigation. Such
a perspective was supported by Silverman (2007) and Chan (2004) as their research concluded
that the beliefs and attitudes of teachers had a direct impact on students and the teaching and
learning dynamic. Through the continued examination of how epistemological beliefs affect
post-secondary teaching and learning, multiple variables, including student attrition, constructs
of teacher and administrative authority, and learning within specific demographical data, can be
examined. In doing so, a significant body of research can be employed to inform
recommendations resulting from an examination of teacher and non-traditional student
perspectives within a learning cycle.
By reviewing the literature in this manner, a case has been made to show how the
“everyday” lives of students and teachers can be full of meaning. Additionally, the literature has
confirmed that students are not on a path of learning wholly led by teachers. They are partners on
this journey and personally transform their experiences in ways that create meaning in their own
lives. Students use this meaning to solve problems and construct a framework for their lives. As
envisioned in this study, applying a learning model rooted in these foundational elements within
a changing post-secondary environment could prove beneficial to all stakeholders. For example,
teachers’ experiences can be leveraged through learning communities and self-study so that they,
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too, learn, grow, and remain responsive to the needs of others. Additionally, awareness of times
when teachers or students take a lead role in learning can help new populations of students feel
empowered on their journeys.
Learning Communities
An opportunity existed to make a powerful research connection between communities of
practice and the future of adult education in community colleges through this study. In fostering
a culture of involvement by faculty and students regarding the learning journey of a student,
experiential wisdom was shared freely. In doing so, peer learning (Silberman, 2006) helped to
close the theory-to-practice gap identified by Dewey (1904) over a century ago.
A solid case can be made for the use of communities of practice (Helm, 2007; Hodkinson
& Hodkinson, 2004) or learning communities (DuFour, 2004) when considering new horizons in
teacher-student interaction in a community college. The reason is that I continue to observe
communicative challenges between the administrative and instructional worlds at HC. This
reality creates a communication and awareness gap in areas such as testing versus assessment,
student discipline, program finances, cross-program student mobility, and the integration of new
educational technologies on campus. The result is two distinct groups of staffers who are not as
aware as they could be regarding the role each group plays in the facilitation of student learning.
Investigating how professional learning communities can enhance communication in a
community college might provide a platform leading to positive change.
The establishment of a learning community was pivotal to supporting rich conversations
with participants in this study. By supporting the development of a learning community among
the teachers and students, individuals felt safe talking about their learning lives. A community of
practice was an excellent way to gather qualitative data in a phenomenological manner because
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participants, both as individuals and as a group, attended to each other’s stories (Wenger &
Snyder, 2000) through their personal, lived experiences. Such dialogue helped both the
storytellers and receivers to better understand the complexities and cultural nuances of their
particular experiences or situations. By collecting data through conversations with a group,
which self-identified because they wanted to lead significant knowledge exchange, thick
descriptions (Geertz, 1973) were compiled.
As I learned more about the participants in this study, the impact of communities of
practice or professional learning communities defined much of how we moved forward as a
research team. I agree with Wenger and Snyder (2000) that the differences between informal
networks, project teams, formal work groups, and communities of practice are what defined
them. For example, the guiding energy of a workgroup could be their project goals, whereas for a
community of practice, the guiding energy was related to the passion and excitement of the
group, which formed over time. This was evident among my research participants. For example,
faculty participants often shared how much they looked forward to our workshops. Some even
stated that our time together was the highlight of their week. As well, during our final, full
participant workshop, the group asked if they could continue to meet even after this study had
concluded.
Communities of practice are comprised of persons who enroll with and are committed to
a group by personal choice as opposed to being assigned by a manager (Wenger & Snyder,
2000). This was an important consideration because such a description matched why participants
decided to join this study. Participation in this study, over a four-month period, was completely
voluntary. Although there were some challenges with recruitment, participants reported they
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signed up because they were interested in the topic and wanted to learn more about the teaching
and learning dynamics with adults.
By fostering the emergence of a community of practice which focused on meeting the
needs of students who were not coming to HC directly from high school, I was curious if new
methods of incorporating formal learning into college courses would emerge. This activity was
important because this specific group of learners currently comprises the largest applicant
population at Holland College (2011). A community of practice leading the charge in uncovering
new course-based solutions for a large section of the student population at HC could help inform
communication strategies across the institution, which, in turn, could provide meaningful
information to other instructors and administrators.
I have observed successes and failures regarding teaching and learning in a community
college within the construct of a community of practice focusing on student learning. For
example, I am aware of a faculty group who assembled and were given the autonomy to form
and mature how they saw fit. This group flourished because a manager did not mandate the
structure and goals for the committee. This group formed out of a passion for the subject matter
they facilitated across the institution. This group is quite informal but presents a collective voice
to college management. The group remains prepared to welcome any new member. These
individuals participate in professional development activities for themselves and share their
learning freely. They have been successful in creating a passionate niche for teaching excellence
within their discipline. In contrast, I have made the error of mandating the assembly of a
community of practice for an administrative task, thinking that such a group would solve a
problem and get the job done. The less-than-stellar result from this process demonstrated that I
was not aware of what authentic learning communities were all about at the time. The task at
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hand was required, but it did not create the collaborative, storied, professional interaction that
could make a difference in the culture of learning (DuFour, 2004).
I was energized to consider how a cycle of learning in which learners connected in
meaningful ways with their teachers, experienced current and relevant curricular content,
recognized professional support and encouragement, and tinkered with learning in their own
ways would create an opportunity for new learning to emerge. In doing so, learning was
described as cyclical in nature (McCarthy, 2000). As a result of this awareness, I propose that
learning communities can support this process.
Self-Study for Adult Educators
During my examination of McCarthy’s learning cycle, I was intrigued by the opportunity
to further explore how the concept of self-study could be integrated into the community college
environment. Additionally, I considered how this teacher-based professional development
orientation could support learning with the evolving community college student population.
When dealing with academic challenges, a traditional, top-down approach to problem solving
has been frequently applied in numerous educational settings. Managers are asked by senior
administrators to work together, identify issues, and decide on strategies they believe will ensure
quality learning experiences for students. This approach, using past experiences of managers,
may hold a number of drawbacks for an institution. First, such an approach may foster a teaching
and learning culture where teachers believe they are being observed because they are doing
something wrong (Loughran, 2012). Second, when an educational administrator has not
experienced the trials and tribulations of managing a classroom, teachers often feel the
recommendations being put forth by administration are not fully understood. In such cases,
teachers may simply disregard an initiative or quietly sabotage the newest and greatest policy
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developed by a management team. In either case, teaching and learning does not improve, and
the culture of learning may be further jeopardized.
Self-study may provide a platform for the voice and expertise of teachers to take a lead
role in educational professional development. This type of activity allows teachers to examine
their practices, environment, inspirations, competencies, encounters, and beliefs regarding
teaching and learning (Korthagen, 1999). As well, self-study may help educational
administrators develop stronger relationships with teachers and authentically partner with them
throughout the professional development process. In doing so, growth takes place beyond the
self and is often represented through change in a school.
Teachers, alone or in groups, are passionate individuals who make a difference in the
lives of the students with whom they interact. A great deal of literature exists regarding what
motivates teachers to communicate authentically with students (MacKeracher, 1996; McCarthy,
2002). Research abounds confirming the challenges faced by novice and seasoned teachers
(Dias-Lacy & Guirguis, 2017; Rogers & Hamil, 2008; Tye, 2002; Robinson, 1989). Among these
challenges are the perceived lack of support, resources, and disappointing levels of professional
development (Ingersoll, 2001), which influence teachers’ decisions on whether or not to remain
in teaching.
Within the realm of self-study, professional development and learning communities take
on deeper meaning. Some teachers view their role as coaches helping students make their way in
the world. Others see their role as presenters of factual information, so students know specific
curriculum. How teachers develop their own identity regarding the purpose of education comes
from many places (Merriam & Caffarella, 1999) such as in-service training, professional
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development sessions, and targeted workshops set up by administrators, which influence the
teaching identity over time.
Self-study is a reflective, individual or group practice aimed at helping teachers
systematically and critically examine their own actions and the environments such actions create.
In doing so, these individuals overtly, and in a planned fashion, lead their own professional
development (Samaras & Freese, 2006). Teachers who participate in self-study deeply consider
their own practice along with the personal and school-based assumptions which go along with it.
The literature defining self-study has matured over time. Hamilton and Pinnegar (2009)
reported that self-study is about the study of one’s self, one’s actions, one’s ideas, and the “notself”. Cochran-Smith and Lytle (2004) described self-study as a form of practitioner inquiry.
Samaras, Freese, Kosnik and Beck (2008) described self-study as a personal, reflective,
collaborative, and constructive inquiry. Such perspectives have grown into a deeper
understanding that self-study is the investigation of the role of the self in the exploration of a
phenomenon. As an educational researcher investigating how an experiential learning cycle can
be instated in the community college context, I was immediately drawn to the notion of
connecting the self to the specifics of a phenomenon.
Self-study is a reflective growth and development strategy teachers use to support others.
As reported by Russell and Schuck (2004), self-study allows teachers to assume the role of a
colleague and critical friend. By engaging in self-study, individual teachers or groups of teachers
have the opportunity to articulate discoveries about their own practices in ways that may help
other teachers grow and professionally develop (Loughran, 2007). This takes place because
teachers pose and examine questions emerging from their personal situations. These findings
may then be applied to a broader audience of teachers within a school. I believe an orientation
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such as this is an excellent fit regarding experiential learning with a changing student population
in a college setting.
Self-study may illuminate gaps between what teachers believe and what they actually
achieve in practice. Such gaps are referred to as living contradictions (Whitehead, 1989). While
working in real world settings, teachers have the opportunity to investigate this practice gap on a
personal level. Through genuine and open dialogue, these gaps become part of a personal inquiry
into teachers’ own practices and their relationship within a school.
Integrating teacher self-study in a community college means much more than asking
faculty to consider their practice and talk to each other regarding their experiences. Specifically,
three pillars of self-study must be authentically fostered within a school for the process to begin.
First, teachers must be willing to engage in a reflective process within their own self-study. In
doing so, benefits of the self-study become more evident to the teacher. In other words, reflection
is a crucial component when inquiring about one’s practice or situational experience in a school.
Second, collaborative reflection among peers helps self-study illuminate perspectives beyond the
individual teacher. In doing so, groups of teachers have the opportunity to consider challenges
and opportunities within their own practice based on the experiences of and learnings from their
peers. Third, self-study involves vulnerability. This is because reflection and collaboration can
be difficult for both new and seasoned teachers. Posing questions regarding one’s practice can
make some individuals feel uneasy and possibly threatened. This is because many individuals do
not want to be viewed as weak or without answers when it comes to the work they do and the
people with whom they interact (Samaras, 2002). To build a self-study environment where
reflection, collaboration, and openness could lead to new and innovative ways for teachers to
inform their professional practice, a willingness to accept constructive criticism, question norms,
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and explore probing questions must be fostered (Russell & Schuck, 2004). Such an environment
flourishes when trust and professional collegiality are in place in relation to teaching and
learning within an institution.
As reported by Loughran (2007), teacher self-study represents a scholarly investigation
aimed at faculty development. In doing so, a rigorous methodology is employed presenting
findings which can be examined and used by others. Acknowledging self-study is commonly
used by individuals or intimate groups of teachers (Russell & Loughran, 2007), with many
individuals choosing to report their findings through qualitative methodologies such as
autobiographies or personal narratives. Recognizing teachers do undertake various methods of
undertaking their own self-study, there are a number of crucial steps in using this methodology to
lead change within teaching and learning.
One of the first steps to launching teacher self-study is to foster an environment where
learning communities can thrive. Such responsibility rests with both educational administrators
and the teachers themselves. By creating professional learning communities (DuFour & Eaker,
1998) where rich dialogue is safe and inquiry is healthy, self-study becomes a welcome means to
examine both the self within a teaching environment and the environment itself.
Strategies for data collection and dissemination must also be considered within teacher
self-study (Grierson, Tessaro, Grant, Cantalini-Williams, Denton, Quigg, & Bumstead, 2012).
Such data can be collected in a variety of ways, including meeting notes, audio recordings, or
video capture. No matter the method, transcription and member-check (Patton, 2002) strategies
must be determined and agreed upon by a group. Methods for analyzing data must also be
determined within any teacher self-study. The individual teachers or groups of teachers must
make these design decisions as part of the structure of their self-study investigation.
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A framework (Tidwell, Wymore, Garza, Estrada, & Smith, 2011) can be adopted to
structure either individual or group-based self-study. First, an area of focus is identified.
Teachers need to consider the specific areas they wish to investigate. Although these topics will
vary from study to study, a clear description of the purpose of the study is crucial. Without such
clarity, self-study can become vague and move into areas the teacher or group did not intend it to
move. If this were to happen, frustration may set in as others may experience nothing more than
a series of sessions aimed at complaining about a current situation. If the teacher or group
defines and documents their focus, terms of reference can be outlined, which can then be used to
keep everyone on track.
Second, an exploration of envisioned changes should take place. The teachers or groups
of teachers undertaking self-study must consider what the future will look like for themselves,
students, and the school environment. By considering the future, energy and enthusiasm become
positive motivational forces. Again, documenting these envisioned changes provides structure
and touch points for a self-study.
Third, teachers need to know which evidence they will use to confirm whether or not
their trenching practice has changed. By identifying potential categories of evidence at the start
of a self-study initiative, a planned, realistic approach to the experience can be determined.
Teachers must also determine how this evidence will be collected, analyzed, and shared with
others.
Fourth, teachers undertaking self-study must examine how they will confirm
improvement in student learning. To do so, criteria must be identified to determine this, not only
for the teachers taking part in the self-study, but also for the students involved. A determination
will need to be made describing what this evidence is to be and how it will be ethically collected.
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Additionally, teachers must determine how communication regarding this evidence will take
place.
Fifth, a determination must be made as to how the results of the self-study will be
communicated to others. This is because self-study is much more than a reflective project that is
simply considered and taken action upon. Plans must be put in place as to how the results of the
study will be disseminated among stakeholders such as colleagues, school administrators, and
students.
Many community college teachers transition to their educational careers as field-based,
industry professionals. This is because Canadian community colleges have been built on the
premise that student interaction with people who can do the jobs expected of graduates is crucial
for success in industry. For example, in the case of HC, the knowledge, skills, and attitudes
required for a particular industry are essential and required elements of any teaching competition.
Teaching experience is often identified an asset. Industry professionals bring extensive
technological skill to the post-secondary institution but often lack effective adult education
methodologies and classroom management strategies. For these reasons, some community
college educators are nervous about sharing details of what takes place in their classrooms with
their peers. As a community college leader, I have observed how instructors do not want to be
viewed as incapable, especially after experiencing success in the labor market. Self-study creates
opportunities for community colleges to offer a variety of teacher training and professional
development programs ranging from targeted professional development seminars to online selfhelp tutorials and fully-developed, credit-based adult education credentials. Through such
initiatives, community colleges work diligently to ensure faculty members develop a strong mix
of industry and teaching expertise. Many of these initiatives are well-received, but it should be
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noted that they frequently represent a top-down approach to determining what is good for
teachers. In many cases, faculties are not consulted as to what they believe they need in the form
of professional development. As well, many community college instructors would prefer
industry-based technical training as opposed to teacher training for the classroom.
As a departmental manager, I have experienced this reality when meeting with instructors
to discuss various forms of student dissatisfaction within their courses. When I raise points such
as classroom management, empathy, and creative assessment strategies, some teachers remind
me that they are industry professionals and students must be prepared to work in their selected
field by experiencing the real world. I agree with this notion but also challenge such thinking.
Specifically, I believe there are differences between a chef, businessperson, or paramedic and a
culinary, business, or paramedic educator. It is from this perspective that teacher self-study may
be positioned as an excellent opportunity within this study.
With a student demographic comprised of increased numbers of part-time learners,
individuals who hold a full or partial degree, and career changers, community college teachers
are under significant pressure to adapt their classrooms. To meet the institutional desire for
increased student mobility across programs (Holland College, 2011), teachers must find new
ways to adapt their classroom teaching so that communication with new student audiences
remains effective. By supporting and promoting the notion of self-study, the development of
teacher-based professional learning communities (Dufour & Eaker, 1998) can be nurtured in
community colleges. With these work groups in place, faculty members are able to share and
learn from their voices as they develop professionally.
To foster the development of a self-study culture in a community college, administrators
must learn to get out of a teacher’s way (Sutton, 2008). To accomplish this, administrators must
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become familiar with the purpose of self-study, how such can be conducted, and the supports
required to foster the environment with faculty. For example, administrators may want to
organize discussions on the topic, but let the notion resonate with teachers by allowing them to
explore the merits of a self-study. Administrators also want to ensure teachers are aware that they
understand the emotional capital teachers will undoubtedly invest into a self-study process.
Faculty members must know their views will be respected. Ultimately, teachers must be
confident in knowing administrators support the idea and will also participate in the process as
required.
Teachers must be prepared to work diligently within a self-study project. Attending
meetings, reading notes, and demonstrating a willingness to seek change for better teaching and
learning dynamics are crucial. Teachers must be prepared to respect the opinions of others and
have an open mind towards research in the topic area they are studying. When all groups
involved with the self-study project are supportive, teaching and learning can flourish through
the inquiry that takes place.
A Constructivist Approach to Learning
Within the community college context, emphasis on industry-based programming as a
response to government and private sector demands has remained a priority for decades.
Additionally, colleges have responded to globalization and technological change by teaching
skills required in the workplace (Levin, 1996). For example, when growth in a sector such as
healthcare or skilled trades is underway, community colleges can respond by launching new
programs, customizing training initiatives, or increasing program offerings. Ensuring a high level
of responsiveness to the needs of industry remains a large part of my role as a departmental
manager.
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In the past, vocational programming developed a skilled workforce through a behaviorist
approach to learning (McLeod, 2007). Such an approach challenged students to replicate skills
based on a set of prescribed training conditions. In many cases, reinforcement and repetition
were employed to help a student complete a task according to a certain standard. In these cases,
measurement and evaluation based on standardized criteria were used. In such an environment,
the teacher remained in control of learning and evaluation processes. Learning was confirmed by
the teacher, who decided what was right and what was wrong. Student reflection was not a part
of this process. A behaviorist approach to learning makes three assumptions. First, an observable
behavior is more important than understanding the internalized experience of the individual.
Second, behaviors are focused on stimuli and responses. Third, learning was measured by a
change in behavior (Gredler, 2005). When the quick development of workers was required, a
behaviorist orientation to learning could be established efficiently and cost-effectively.
On the other hand, a constructivist approach to learning enables students to enact their
own learning through the interconnectedness of their own experiences (Dewey, 1938) so that
students assume ownership of their learning in personalized ways. Teachers have a great deal to
do with supporting this process, but the actual learning experience occurs in the student's mind
and body (Silberman, 2006). Learning is a personal process and students are actively engaged in
constructing their objective knowledge (Richardson, 1997).
Constructivism does not reject the active role of teachers and their subject expertise.
Rather, the teacher’s role is modified to help students build their own learning as opposed to
simply replicate knowledge and skills. This approach enables students to move from a passive to
a more active learning mode, thereby supporting McCarthy’s experiential learning model,
because the teacher and student are actively involved in the experience (Holt & Willard-Holt,
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2000). A constructivist approach to learning in a community college accepts that students
constantly create new knowledge, skills, and attitudes. During this process, students use new
learning to build upon the knowledge they already possess. Doing so allows students to construct
new knowledge for themselves. The process then continues as further learning opportunities
emerge from new learning experiences (Kolb, 1983). At HC, numerous programs incorporate
capstone courses or individualized learning portfolios. These experiences challenge students to
communicate a personalized understanding of curriculum within the context of their lives and
workplace goals. Additionally, students are frequently challenged to customize their research,
such as choosing a golf club or hotel operations theme, within business planning, marketing, or
human resource management assignments.
Knowledge construction for students in community colleges remains important because
the industries in which they will eventually work require employees who know how to manage
real-world situations and make appropriate decisions. Reflections on experiences and critical
thinking in the workplace are crucial for any employee due to the constant emergence of new
technologies, advanced skill applications, and workplace flexibility (Association of Canadian
Community Colleges, 2009). Therefore, a constructivist approach to learning is justified for
students to learn from their experiences and build new workplace theories and practices aimed at
helping industry flourish.
Summary
The literature has shown how supporting the learning needs of post-secondary students
requires input from numerous, informed stakeholders. Because this support is complex and runs
throughout the applicant-to-alumni life cycle of any learner, this study focused on the moments
when faculty and students interacted with each other with mutual support and respect. The
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literature has also demonstrated that barriers to adult learning still exist even though the
population demographic in post-secondary education has changed. For example, during the
2016-17 academic year, only 29% of students who attended HC came directly from high school.
As well, 41% came to the institution with prior post-secondary experience (Holland College,
2017). With more international and part-time students, along with those who already have
previous post-secondary experiences, faculty and administrators will benefit from research aimed
at promoting personalized ownership of learning by these students.
The primary focus of this study was to explore how an experiential learning cycle, which
had not been commonly implemented in Canadian community colleges, could be used to inform
a deeper understanding of teaching and learning from andragogical perspectives (Knowles,
1984). A learning cycle rooted in how learning occurs when teachers authentically connect with
students, create an environment where curriculum becomes personally meaningful, step back to
become supportive coaches, and celebrate student ownership of new learning, was viewed as a
timely research opportunity. This learning cycle could be used as a platform to overcome barriers
many students face as they return to school.
To promote this opportunity, this study acknowledged that both students and faculty
required support to understand and enact McCarthy’s experiential learning cycle. To do so,
faculty learning communities were examined so that those who worked directly with students
could leverage learning and inspiration from their collective reflective practices. Likewise,
promoting knowledge construction on a personal level would support students. When students
are provided opportunities to build upon their learning experiences, they prepare themselves for
future learning. This active approach to learning is foundational to ensure an experiential
learning cycle flourishes. The literature has shown that faculty self-study, undertaken both
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individually and in groups, helps teachers professionally develop and address the learning needs
of students.
Finally, the literature has shown how the integration of an experiential learning model is
a shared experience between teachers and students. Both these stakeholders have much to do
with learning being ultimately owned by the students as a permanent part of their lives. As this
occurs, students can meet and modify their personal goals and, thereby, acquire transferable
skills applicable in the evolving, global labor market. By involving both faculty and students in
such a vision, opportunities for teacher training, program development, and improved facultystudent communication can be more effective, thus, leading to higher impact learning.
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Chapter Three: Methodology and Methods
Seeking Qualitative Credibility
When undertaking research intended to uncover meaning through the lived experiences
of others, researchers strive for levels of credibility acceptable to participants within the study
and those who encounter the research in the academe. Credible qualitative research effectively
responds to concerns of objectivity and validity (Cutcliffe & McKenna, 1999) as represented in
the natural sciences. By ensuring such credibility, my findings will be viewed as a meaningful
contribution to the world of adult learning and the lives of those who participated in this journey.
Credibility in qualitative research is closely linked to an informed researcher (Patton,
2002). In deciding to launch a phenomenological investigation, it was important for me to
develop a strong understanding of additional research orientations. As I delved deeper into my
research environment, new orientations of the proposed knowledge gap emerged when I
considered alternative ways to investigate teacher-student relationships in a changing postsecondary environment. By developing as a researcher who could navigate with a variety of
research methodologies, my capacity to modify this research framework grew. The
characteristics of various qualitative research methods helped to crystallize the characteristics of
my design and gave me confidence to move forward with my chosen methodology. For example,
exploring ethnography helped to strengthen my awareness of narrative inquiry and conversation
analysis. I also considered how reviewing student satisfaction survey results could lead a
quantitative inference process. This meant that I, as the researcher, ensured globally accepted
boundaries of various research methods were explored in anchoring the features of this study.
This was important because the awareness I developed of the teaching and learning dynamic at
Holland College (HC) deepened as my graduate studies progressed. This, in turn, informed how I
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viewed communication gaps between teachers and students and considered how I would study
this environment.
Informed researchers build credibility in their investigations by employing a variety of
triangulation methods (Lincoln & Guba, 1985). This means that results can be examined through
the incorporation of various data collection methods, perspectives of multiple stakeholders, or
multiple theories to interpret data (Patton, 2002). I established triangulation in this study by
employing transcript analysis of face-to-face workshops and two forms of online, reflective
journaling. These data collection methods created opportunities for me to work directly with the
participants, and for participants to work with each other. This framework allowed rich data to
emerge from multiple vantage points and data collection methods.
Credibility is also developed when researchers communicate in an informed,
academically acceptable manner. Over the course of this study, conversations took place with
colleagues, administrators, participants, supervisors, and those who were generally interested in
my research. With awareness of the relationships between qualitative and quantitative methods, I
had the opportunity to build the capacity to debate with colleagues and place value in my
research question (Mason, 2006). As a researcher who employed applied phenomenology, I
remained aware of the fact that I needed to be informed, both in breadth and depth, of multiple
research methods before I could fully commit to a single methodology. In doing so, I became a
more confident researcher who could communicate my role and place within a credible and
accepted methodological framework.
In acknowledging the complexities of human interaction in the context of situational
observation, interpretation, and dissemination of results, it was crucial for me to be rigorous and
thorough with data collection and analysis (Patton, 1999). The data collected for this study
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focused on illustrating a specific phenomenon of adult learning during times of change. Framing
the methodology, collecting the data, and analyzing the findings were undertaken to ensure
readers of this dissertation would be transported as closely as possible to the moments of time
which were examined, because credible qualitative research ensures readers experience a story as
closely as possible to those who experienced it in the past (Patton, 2002).
Researchers must also position themselves to gather enough data to confidently portray
the experience at hand. The rigorous process of developing “thick description” (Patton, 2002)
helped me make decisions as to when I had enough data and results from my analysis. By
employing strategies such as purposive or representative sampling (Mason, 2002) and identifying
the saturation point when no new themes emerged through the sample, I became confident in
speaking to thoroughness and credibility (Guest, Bunce, & Johnson, 2006). In addition,
credibility is also closely connected to the depth of research undertaken over a long enough
period of time to uncover the culture of the environment. In doing so, researchers build trust with
participants and develop genuine comfort when entering the environment of another (Lincoln &
Guba, 1985). Regarding this study, the data collection phase took place over the full winter
semester of 2017. Not including time spent on recruitment, I interacted with participants for
approximately four months. During that time, I observed comfort grow with the full participant
group. In fact, during the last workshop, the group expressed an interest in continuing to connect
and talk about teaching and learning even after this study had concluded.
To support the methodology of this study, significant levels of reflexivity (Guillemin &
Gillam, 2004) and empathic neutrality (Patton, 2002) were required. As a qualitative researcher
interested in the learning lives of teachers and students in a community college, I recognized that
situational observations would challenge my thoughts on quality teaching experiences in post-
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secondary education. To help with this, I embraced an iterative writing process to capture the
thick descriptions (Geertz, 1973) and interpretations of the lived experiences of these HC
teachers and students.
Credibility in a qualitative study is also developed by researchers being fully aware of
how a study is influenced through the passage of time. As a study progresses, changes affecting
the research environment can, and often do, occur resulting in a shift in focus (Mason, 2006).
For example, employees might accept new positions in their workplace or a significant shift
might occur for participants, affecting the outlook of a research investigation. These types of
issues, along with observational limitations at the research site or a lack of time available to the
researcher (Patton, 2002), can affect the credibility of a study. Such challenges were examples
that demonstrated why it was imperative for me to keep my findings in context. As a researcher,
I managed the environment and reported on my experiences in my reflective journal. This is an
example of credibility developed through full disclosure of potential limitations (Patton, 2002).
In the case of this study, all the participants remained engaged and did not change roles or
academic programs. Additionally, my administrative role did not change. These small realities
enabled us to move forward as a group with limited potential upheaval.
The professional and ethical position of a qualitative researcher requires awareness of the
relationship between the boundaries of a study, changes occurring over time, and the
generalizability, or ability to apply findings in similar environments. To help with this issue, the
concept of transferability is often employed in qualitative studies. This means that connections
between two contexts may be drawn if there is a sufficient level of similarity based on the results
of the study (Lincoln & Guba, 1985). I remained focused on the learning lives of the participants
as they related to McCarthy's experiential learning cycle. By acknowledging the boundaries for
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this study, administrators would have much to consider regarding how McCarthy's learning cycle
may work within their worlds, based on the realities of their post-secondary environments.
Impartiality is a crucial aspect of researching any experience, story, or phenomena. I
challenged myself to demonstrate respectful awareness towards the position of participants. This
awareness has been described in many ways. For example, Husserl's epoché (Brauner, 2005),
bracketing (Van Manen, 1990), empathic neutrality (Patton, 2002), biases, predispositions, or
personal assumptions all describe the knowledge and experiences a researcher carries within an
investigation. Researchers must manage this concept when exploring the experiences of another
individual or group. As a passionate and caring researcher and educator, I needed to focus on
stepping aside and not judging or commenting on a situation. To help with this reality, my
personal reflective journal and close relationships with my supervisors were helpful when I felt
particularly opinionated. If no strategies were put in place, the credibility of this study would
have been compromised, because data analysis could have been viewed as manipulated or
lacking in authenticity. Therefore, the challenge many qualitative researchers must manage is to
get close enough to an individual, group, or phenomenon to capture deep, rich information about
it, yet maintain a position where the objectivity of the study is not questioned by the reader. One
way to manage such a challenge in a qualitative research study is to accept that researchers bring
preconceptions to a study and report on them as part of the study. In doing so, the potential for
misunderstandings may be minimized (Denzin, 2001). Personally, this was an important
consideration for me as a qualitative researcher. I am a passionate community college
administrator who wants every student to make meaningful contributions to society as mature
and caring citizens. Although this passion drives me as an educator, I remained aware of how
this passion could have influenced my actions as the researcher. With the support of my
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supervisors, and by using a reflective journal, I learned to manage the preconceptions I held of
post-secondary education when interacting with participants.
I integrated semi-structured conversation analysis as a part of my investigation. The
questions I asked participants were open-ended and focused on how the individual felt at a
certain time. These questions resulted in rich, conversational-type responses which were digitally
audio recorded and transcribed. Although I had strategically developed skill in leading semistructured interviews and transcript analysis during my residency year, this form of data
collection and analysis carried its own set of credibility concerns. For example, I had to
determine how the interviews would be captured in a consistent manner (Lapadat, 2000). Once
data were transcribed, I also had to be aware of how written text became static and lost subtle
inferences such as body movements and unspoken connections between the participant and
interviewer. This reality, along with how a transcriber invariably makes decisions regarding the
content being captured, confirmed for me how crucial it was to attend very closely to the entire
interviewing and transcription process.
Qualitative researchers must consider a number of factors when entering the research
environment, collecting and analyzing data, and reporting the results of their study to create a
credible, academically accepted body of work. Recognizing credibility is desired in many forms
of research, qualitative researchers can employ specific strategies that will help others accept an
investigation as meaningful and important. To accomplish this, I committed to a reflective and
iterative writing process. By working and re-working the textual representation of this study,
clarity and plausibility were achieved. I remained aware of and willing to report potential
changes within this study as it progressed. This was because a number of factors, such as the
availability of time or participant changes could have affected the study. Last, I embraced the
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position of impartiality within this study. Personal biases or presuppositions were acknowledged
so as not to negatively affect the study. For example, I believe the purpose of education is to help
others contribute to society in meaningful ways, no matter the subjects being studied. This
orientation can be at odds with a teacher who believes a college education is all about learning
the facts for a particular job. I also believe that teachers need to connect with students beyond
course curriculum. This can be challenge for teachers who believe their job is to focus on
ensuring factual and current content is facilitated. To manage such differences, I frequently
reflected in my online journal. Additionally, I strategically led a research project in my residency
year which incorporated semi-structured interviews. As a part of this experience, I practiced my
interviewing technique with one of my supervisors. He provided feedback about my
conversational style, mannerisms, and the importance of addressing the feelings participants
bring out in a researcher. This experience helped me manage the moments when participants
offered perspectives different than my own. To build trustworthiness and credibility in this study,
it was crucial for me to develop a deep awareness of the position and features of multiple
research methods. For example, I also led a quantitative developmental evaluation study in my
residency year. This experience helped develop respect not only for alternate research
methodologies, but also respect for the ways which others communicate. Doing so enabled me to
fully engage with the academe and make defendable connections between my research question,
methodological choices, data collection, and data analysis.
A Phenomenological Orientation
Phenomenology focuses on people and the worlds in which they live (Merleau-Ponty,
1962; Van Manen, 2007). Frequently considered a common-sense form of investigating the
everyday, phenomenological research has traditionally been communicated through thoughtfully
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considered and crafted language. Recognizing the fact that language can be represented in a
variety of ways, the phenomenologist understands the critical nature of presenting discoveries in
a manner most readily understood by the individual reader. Ultimately, it is through the careful
and thoughtful textual presentation of language that a phenomenon is communicated to those
internally and externally connected to a research investigation.
Phenomenologists embrace “I” within their investigative worlds. Such a position
contrasts numerous accepted forms of scientific research where “I” is not employed, because
doing so opens the door to subjectivity and personal influence (Barritt, Beekman, Bleeker, &
Mulderij, 1983). In many cases, it is from this place that pretention may exist in educational
research and why many studies remain unread due to language portrayal through writing. For the
phenomenologist, writing for administrative convenience (Van Manen, 1984) within the
academe may interfere with communication and, ultimately, meaning and understanding sought
by the researcher and participants within a study.
Phenomenology does not attempt to explain the world through science. In fact,
phenomenology rejects the notion that reality can only be judged through natural sciences. A
phenomenological investigation attempts to rationalize practice through a deep analysis of a
participant’s intentional experience within his or her lifeworld (Overgaard & Zahavi, 2009).
Phenomenological theory accepts that subjectivity relates to the personal, felt experience of an
individual and is, therefore, real within the boundaries set by that experience and the researcher.
This was an important consideration, because I was exploring learning experiences which were
personally relevant and highly significant to the participants and their environment.
As articulated by Husserl (1915), the lifeworld is a permanent source of meaning and
evidence. In fact, these experiences are relevant to understanding why individuals act in certain
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ways. Within the field of educational research, phenomenology helps to uncover the amazing
and important within that which may be considered the ordinary. Such a result stems from the
belief that a sense of wonderment exists in the everyday events of life and is, therefore, worth
investigating. The phenomenologist takes these events seriously and examines them with
sincerity, depth, and open-mindedness. In doing so, the everydayness experienced by others, and
in many cases often overlooked due to this very same fact, disappears and becomes important
and informative. This pedagogical orientation was examined in great detail by educators and
psychologists within the Dutch-based Utrecht School of Phenomenology (Bleeker, Levering, &
Mulderij, 1986). Within this school, an engaged, experiential form of thinking was related to the
practical acting of everyday life. This form of lifeworld science was described as a vital link to
the praxis and practical actions in the lifeworld of others (Langeveld, 1983).
To investigate an experience, seek understanding of an environment, or consider the
experiential connections between people during a particular event, a phenomenological study can
tease meaning from the experiences of self and others within a certain aspect of their lives. This
applied interconnectedness is real and, I believe, shapes culture within post-secondary education.
Therefore, by extracting and understanding meaning through the participants within this study,
an opportunity emerged to inform the world of adult learning from the perspectives of teachers
and a growing student demographic.
Impartiality is a crucial aspect of researching an experience, story, or phenomena. For
this reason, I embraced the concept of bracketing (Tufford & Newman, 2010) within this study.
This meant that I constantly challenged myself to ensure my position remained external to this
study. I was careful not to judge the worthiness of the contributions made by participants based
on my own beliefs as an educator and manager. To accomplish this, I utilized reflexive online
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journaling accessible to my supervisors throughout this investigation (Ahern, 1999). By adding
to this journal during data collection, I maintained a sense of awareness of my own reactions as
the researcher. I also debriefed with my supervisors prior to, during, and after this investigation.
These bracketing strategies helped manage my own preconceptions of quality teaching and
learning and, in turn, developed my ability to understand the phenomenon being investigated
within this study (Rolls & Relf, 2006).
A foundational phenomenological orientation was documented at length within the
philosophies of the mathematician Edmund Husserl (1970). His phenomenology was rooted in
the epistemological challenge of how individuals understood logic and mathematics. Husserl
believed these systems could only be understood by uncovering how they worked in everyday
life. Husserl’s linkages between mathematics, logic, and everyday experiences have been
referred to as transcendental phenomenology. Two respected French philosophers, Jean-Paul
Sartre (1948) and Maurice Merleau-Ponty (1962) were integral to the examination of existential
phenomenology. This perspective was also grounded in experience but established that the self
and one's consciousness were innately connected. Existential phenomenology emphasized the
inclusion of other people within an experience. For this reason, existential phenomenology
accepted the interconnectedness each of us has with others and is, therefore, an inescapable
component of our own identity and ways of understanding the world.
Hermeneutic phenomenology, as described by individuals such as Martin Heidegger
(1962) and Hans-Georg Gadamer (1975), concerned itself with interpretation and understanding
of meaning through language and text. This phenomenological movement attempted to
understand context from the position of the author. From here the importance of clear, carefully-
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crafted text emerged for the phenomenologist. Hermeneutic phenomenologists place themselves
within the linguistic context they seek to understand.
Language is the common tool available for the phenomenologist to communicate the
emergence of observational, situational wonder. Therefore, choices of words, phrases, pictures,
lyrics, or prose must be crafted carefully and thoughtfully. This is because the goal of any
phenomenological investigation is to clearly communicate meaning and understanding to those
internal and external to the research at hand (Devenish, 2002). Such textual representation of a
phenomenon is where the skill of the researcher is put to the test. Creativity in the use of
language must balance with the desire to authentically represent the truth of a situation. When
considering how language can be used to clearly represent meaning in a particular situation, the
phenomenologist must offer accurate descriptions. These descriptions often lead to themes
which, in turn, can illuminate meaning for the reader. For this reason, the intentionality of the
researcher must be documented in the study in ways clearly understood by the receiver. This
takes place through what can be described as thick, qualitative description (Patton, 2002).
When considering how these phenomenological traditions can be incorporated into
educational research, a number of considerations must be made. First, can a study be developed
which celebrates the uniqueness of a particular situation? By doing so, the researcher is
communicating that the lifeworld within the boundaries of their research is particular and unique,
yet important to examine. Second, researchers must uncover ways to manage the fact that they
are observing from within a situation as opposed to outside it. In doing so, researchers must find
ways to acknowledge and put aside their own presuppositions or biases within the experience
being investigated. Third, phenomenological researchers make a sincere attempt to understand
the power and influence they bring to the environment being researched. Readers must
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understand such researchers have the ability to influence others in both subtle and profound
ways. For example, the faculty participants in this study were individuals whom I have known
for a number of years. Although they did not report to me and, therefore, did not feel their
participation or lack of participation would connect to their performance evaluations, there was a
sense of friendship and mutual respect between us. In fact, one of the teachers stated that she felt
sad that the sample was small. This participant reported that, although she started the study with
this on her mind, she ended the study feeling energized and glad she had participated beyond
trying to help a colleague.
As an educational researcher, my goal was to investigate and communicate phenomena as
they were experienced in the learning lives of a small group of teachers and students. In the case
of this study, this lifeworld existed in the classrooms and lab spaces of HC. These training spaces
are used every day by students and are, therefore, traditional, non-experimental environments. I
viewed the spaces used by teachers and students as a rich source of experiential data. Hence, a
qualitative approach, through applied phenomenology, was an innovative way to uncover
meaning from these participants.
Several strategies were integrated into building legitimacy and truthfulness around the
interpretations I made, based on the data analysis presented through reflective inquiry and
content analysis with HC students and faculty. The purpose of converging in a more focused
manner was to illuminate considerations when seeking meaning through the interpretation of the
learning lives of these individuals. This was an important consideration because the observations
made regarding a phenomenon can be considered highly subjective by others. Thus, in seeking to
create a trustworthy and credible qualitative study, a variety of strategies were employed to build
validity. Knowing a phenomenological researcher must apply a variety of techniques to create a
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plausible, credible, authentic, and trustworthy study, I incorporated a number of strategies as
follows.
Plausibility has been described as the relationship between data and concepts resulting
from interpretations. A significant level of interconnectedness of the evidence collected
(Neuman, 2006) creates a plausible research investigation. As well, plausibility is created
through significant connection to existing literature in the field. In regard to this study, a
reflective writing process was undertaken to help readers clearly understand where connections
existed between the data and the interpretations I made from the analysis of the transcribed
interviews and reflective journals. In doing so, readers can consider the findings of this study to
be plausible.
Another strategy is to establish credibility through the creation of concise and clear
linkages between data and analysis as characteristic of phenomenological investigation. In doing
so, readers will be able to follow the lines of reasoning I have presented. In addition to stringent
and thorough data collection and analysis, the manner in which a research study is written affects
how the readers follow a study. For example, I aimed to demonstrate congruence between the
data collected and how it was analyzed. By ensuring these connections were presented in ways
easy to understand and rationalize, readers will see my work as credible.
By providing a clear, fair, balanced, and representative account of the social experiences
of another, authenticity is created in a phenomenological research study. The act of writing and
rewriting my findings was crucial to this process. In the case of my research investigation, I
ensured I did not exaggerate the text as it was written. Doing so would have created an
environment for the reader which was neither authentic nor representative of participants’
experiences.
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As a parallel to descriptive validity, or the accuracy of the statements being made
(Maxwell, 1992), trustworthiness demonstrates how research is well grounded and textually
transparent. Again, the reflexive writing process for me as a phenomenological researcher was a
large part of creating trustworthiness for this study.
The use of bracketing involved identifying and setting aside my assumptions or biases.
For example, growing up in one of the largest cities in Canada, I am used to a multicultural
environment. When others speak of some of the new experiences they face in a multicultural
classroom, I challenge myself to accept this has not been my reality. Additionally, I believe that
education is intended to help others “walk the earth” better. Other educators may have different
beliefs about the purpose of education. Phenomenological researchers honestly and critically
identify their presuppositions regarding all aspects of the research they are undertaking.
Regarding my research interests, I recognized early on that I needed to spend time
framing and considering how I judged great teaching. I remained committed to demonstrating an
ability to observe others in the classroom in ways I did not judge them based on my own
perceptions. This technique included having others who were not included in the study, but who
may have experienced similar phenomena, provide feedback on my personal interpretations.
Interactions with my academic supervisors and contributions within my personal reflective
journal also helped with my own position in this study.
I reviewed and discussed my findings and written text frequently with my supervisors to
confirm clarity in my writing from the perspective of another reader. Those reviewing the
research, including my supervisors, needed to follow lines of reasoning which led to conclusions
(Polkinghorne, 1983). By seeking and reporting this type of feedback, my study became more
trustworthy because others had reviewed the work over time. This was accomplished through the
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ongoing connection with my academic supervisors before, during, and after the data analysis
phase of this study.
As described by Lincoln and Guba (1989), researchers can decide to provide a
description of the data analysis and decision-making journey within a study. This strategy was
integrated into the iterative and continual additions to my online journal. By doing so, others
were able to follow the lines of reasoning I was making. As a related activity, the researchers can
track key questions, hunches, or interpretations. This has been referred to as memoing (Glaser &
Strauss, 1967) and was an ongoing aspect of my work within my reflective journal.
Member checking allows participants to review two important aspects of a research
investigation when interviews are conducted. First, participants can be asked to check the
accuracy of the statements they have made during interviews. Second, participants within a study
can also check the interpretations made by the researcher. Opportunities for participants to make
changes to the transcripts or summarized meanings can be provided. In addition to this,
participants have the opportunity to add to the text if necessary. This form of member checking
allows researchers to legitimize their text by including commentary from participants regarding
accuracy in their study.
Triangulation is an important part of a phenomenological study. Triangulation can take
the form of varying sources of data, methods for data collection, researcher perspectives, and
theoretical frameworks (Patton, 2002). By investigating a phenomenon from multiple participant,
researcher, methodological, or research orientations, the credibility of a study can be enhanced.
To promote qualitative credibility, my research was methodologically triangulated (Shenton,
2004) through participant workshops, faculty journals, and a reflective researcher journal.
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Multiple strategies were integrated into the research and data collection frameworks for
this study to build credibility and trustworthiness when investigating the learning lives of
participants. These strategies represented a significant depth of research and consideration of
multiple viewpoints on the part of the researcher. To accomplish this, I employed rigorous
methods for data collection and analysis, demonstrated depth as a professional, and believed in
the worth of researching qualitatively (Patton, 2002). By accomplishing this, I was able to move
from being a storyteller to a credible researcher within the academe. This is where the strongest
ontologically, epistemologically, and methodologically informed researchers live.
When phenomenological methodology is adopted by the educational researcher,
consideration must be given to the process and results attained from such a study. The research
community must be aware that a phenomenological orientation does not intend to measure data
or infer results similar to quantitative studies, on which much has been written about the need to
establish forms of control within a scientific study. In doing so, the researcher creates an
environment where measurements can be related, calculated, and compared (Vogt, 2007). Such
control is viewed differently by the phenomenological researcher, because creating controlled
environments can change, or at the least, influence the natural occurrences of an experience as it
is taking place. A phenomenological approach to educational research attempts to uncover
meaning within environments as they exist and naturally unfold. Through such an investigation,
the nuances of the individuals, places, and influencing factors can be observed in-depth and
documented (Barritt et al., 1983).
As an educational researcher considering a phenomenological position, the notion of
control within the research environment led to interesting and helpful observations. This was
because the community college environment continues to experience fast-paced and sweeping
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operational challenges resulting from funding deficiencies and new learner demographics based
on numerous transformations within Canadian society (Association of Canadian Community
Colleges, 2009). Therefore, a phenomenological lens yields a welcome and unobtrusive research
methodology so that events can be observed as they naturally unfold. In turn, this position could
help to inform change management strategy, instructional development, team dynamics, and
student learning in post-secondary education.
Much has been investigated regarding objectivity and subjectivity in educational research
(Barritt et al., 1983; Morgan, 2014). Objectivity is desired because it ensures the environment
has not been influenced by the researcher or instrument being employed to uncover or infer
meaning. In doing so, findings can be separated from the biases or presuppositions of the
researcher. For the phenomenologist, the desire to be as objective as possible in this manner
contradicts the notion that many of our subjective, ordinary experiences can be readily accepted
as trustworthy. When considering the facial expressions of loved ones, for instance, an individual
knows the subtle nuances of their everyday looks, such as slightly squinted eyes or a half smile.
These facial responses might be different when interacting with others than when interacting
with loved ones, but to the individuals who know each other, these responses can be both
trustworthy and telling. This is the "everydayness" which can uncover meaning for others.
Acknowledging educational researchers seek objectivity in their investigations, complete
objectivity, in the eyes of the phenomenologist, is impossible to fully achieve (Barritt et al.,
1983). Some level of subjectivity will always exist within an investigation.
Another crucial consideration regarding phenomenological investigation is the lack of
generalizability regarding the results the study. To study the lived experiences of another
represents the desire to present the specificity of the particular world of that person or group.
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These investigations are not conducted because researchers intend to broadly apply their findings
across similar continuums. Rather, these investigations help uncover meaning within the
specifics of an environment (Patton, 2002). By taking such a stance, the researcher celebrates the
individual, unique, and "locale-specific" nature of the investigation. Thus, discoveries of
meaning help others understand and contribute to the growth of the world being investigated.
By accepting such a level of specificity, phenomenologists must determine and
communicate the borders of their research. Following this practice, my research investigation
focused on post-secondary education in a community college. I did not propose that the results of
my investigation would apply across all community colleges or universities, but I did intend to
offer a perspective regarding the construct of the post-secondary teaching and learning dynamic
within a changing student demographic. Such meaning may help others as they consider the
forces of change affecting their work worlds.
Phenomenologists recognize the connection between researchers and those involved in a
situational investigation. As well, these researchers understand they are a part of the environment
and acknowledge this fact within their study. For this reason, I chose a phenomenological
standpoint because I remained connected to the teaching and learning dynamics in a community
college. I was a part of a shared experience between teachers and students. This happened
because of the interactions I had within the institution. For example, when asking students how
their classes were progressing or informing staff of an administrative change, I recognized the
influence I had on the culture and dynamics within our faculty.
In light of such a connection, there remained a significant opportunity to conduct
educational research from within the teaching and learning experience as opposed to outside it.
This is not to say one research methodology is superior to another but in contrast simply
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provided a platform to view, measure, and understand events between people from various
vantage points (Onwuegbuzie, personal communication, January 2014). Phenomenologists
accomplish this by rigorously and ethically embracing a process which results in clear,
meaningful understanding of the particular situation being observed. Therefore, choosing a
research methodology which allowed participants to share the experiences taking place in their
world, I embraced the humanistic and personal forms of observation and communication. In
doing so, educational researchers must accept and communicate responsibility for their position
within a study, the language they use, and text they create.
Applied Phenomenology
Current phenomenological orientation has many names. Known as phenomenology of
practice, experiential phenomenology, lifeworld phenomenology, or applied phenomenology,
this research orientation is less concerned with the philosophy of practice and more concerned
with its application in the field (Van Manen, 2011). Thus, a distinction can be drawn between
those who were interested in uncovering meaning from themes of well-established philosophical
systems and those who applied their investigations within real-world settings. Here, a researcher
can deeply examine the human condition in the workplace. Because I agreed with Henriksson
(2009) that phenomenology is an attitude and orientation towards life and scholarship, I accepted
the challenge to become an educational researcher who wanted to explore the lifeworld of postsecondary teaching and learning through careful observation, interaction, and documentation.
Today, phenomenological practitioners can be found examining the meaning of everyday
experiences in many settings. Applied phenomenological investigations led by industry
professionals have been popular research choices in the fields of education and healthcare.
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Following this example, I decided this orientation was an excellent fit for my research within the
community college environment.
Because forms of communication are rapidly evolving, I considered the position of
applied phenomenology in educational research. Advancements in technology, such as mobile
(Peters, 2007) and bring-your-own-device learning (Burns-Sardone, 2014) continue to affect
communication channels between teachers and students (Park, 2011). These evolving forms of
communication must be considered as they are quickly becoming the new, "every day" of
students and teachers. In this study, the use of online scheduling software to set up workshops
and cloud-based journaling spaces for reflective writing were readily accepted by all participants.
Despite the maturation of phenomenological approaches within educational research, a
number of foundational, philosophical considerations remain which must be addressed by the
researcher. First, the memories of investigators and participants play a pivotal role in the
development and interpretation of text. Memory has much to do with the challenge of accurately
reproducing an experience through writing (Barritt et al., 1983) because it can falter or change
the recollection of an experience.
Second, phenomenologists must know how to orient the seemingly subjective nature of
their investigation and help readers understand that this perspective does not deplete the
trustworthiness of a study. Phenomenology accepts that subjectivity relates to the personal, felt
experience of the individual and is, therefore, real within the boundaries set by the experience
and researcher.
Third, educational researchers must be aware of the personal bias they might bring to a
study (Zenobia, Chan, & Chien, 2013). Although investigator bias has been proven to negatively
influence various forms of research, it can also lead phenomenologists through very sensitive and
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felt experiences of both the self and the other. Finally, phenomenologists must find balance in
their authorial voice. Such balance emerges through the process of writing and re-writing to
create a document which employs language that respects the experience of the participants, can
be understood by the reader, and will be accepted by the academe.
Interviews and Conversation Analysis
I intentionally designed the face-to-face semi-structured interviews for this study as
educational-style workshops. We met on campus in rooms appropriately sized for the group and
equipped with LCD projectors. Doing so maximized comfort because participants were not
squeezed into a tight space nor were they lost as a small group in a large lecture hall. We could
interact comfortably following the digital presentation used to start each workshop. We also
faced each other by sitting around tables as opposed to sitting in rows of desks, helping us hear
each other and maximizing clarity for the digital recordings. This strategy mirrored the adult
learning environment already understood by the participants, because the group had already
participated in or facilitated classes at HC in this style. Highly participatory instruction, which
feels like a good fit to the participant, supports positive learning for adults (Bryson, 2013). As an
important element of my research method, I wanted participants to experience a similar level of
comfort. As a result, the group embraced my research methodology and felt less apprehensive
about being associated with a doctoral-level study. Participants understood how the semistructured interviews were interactive conversations, enabling me to present information and
encourage discussion through the open-ended questions asked during each workshop.
Interviewing can be both a research instrument and social practice, however, the
differences must be considered. As a research instrument, interviews are viewed as a method for
data collection, whereas in social practice, interviews establish and illuminate the locale of an
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investigation. Conversations take on deeper meaning because the connectivity of the participants
in their lifeworld is welcomed and explored, which is how I situated my interviewing method.
Further, as a research instrument, interview data become a report of truths, attitudes, or beliefs of
self-reporting informants, while as a social practice, interviews represent these truths, attitudes or
beliefs which accept co-construction between informants and the interviewer (Silverman, 2001).
Again, as a part of my method, I embraced co-construction as a reality which included both
myself and the participants. Doing so brought depth and specificity to data collection, analysis,
and interpretation within this study. Finally, as a research instrument, interviewers take steps to
avoid contaminating data, but as a social practice, it is understood that interviewers accept their
reflexive practice during the process. Doing so discloses an awareness of the interview
methodology as a shared experience where bias is never fully removed (Talmy, 2011). For these
reasons, the workshops in this study were much more than one-way conversations where
participants simply answered questions. Responses, opportunities for clarification, unexpected
conversations, and memorable moments resulted from our time together as a research
community.
It was important to focus on two interviewing strategies as a part of the workshop design
which established the best possible environment for accuracy. First, I worked diligently to create
an environment where my influence was minimized during the workshops, so I could showcase
reliable and accurate participant contributions. This ensured the recorded responses were answers
which belonged to the participants based on their learning lives as opposed to mine as the
researcher. Second, as an interviewer, I wanted to be an accurate witness and reporter (Roulston,
2010), which led to developing my academic interviewing skills as a doctoral student. I learned
to control my body language to promote neutrality as an interviewer and also role-played the
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interviewer-interviewee dynamics with one of my doctoral academic supervisors. The feedback
provided through this experience was valuable. I learned, for example, that excessive nodding or
using my hands to stop a conversation would have been problematic. Finally, as a witness during
the interviews, I refrained from adding personal opinions or offering solutions when faculty
challenges at HC were discussed. Illustrative of this is when a faculty participant connected a
response to one of the interview questions with the activities of the manager in their department.
As a manager myself, I made it a point to never judge the effectiveness of management in their
department or describe how I would have handled a situation differently.
Theme or content analysis (Patton, 2002) was employed with the data collected during
this study. Upon completion of the workshops and online journaling experiences, the data were
converted to transcribed text. These documents were organized in the coding software by naming
each session. Content analysis enabled me to identify patterns, which I labelled as individual
codes. This process began with no preconceptions or predetermined code structures on my part.
Instead, I looked for patterns or themes from what seemed like separate, individualized data
(Boyatzis, 1998; Guest, 2012). By reading and re-reading each transcript, additional themes
emerged and were organized (Braun & Clarke, 2006). The process concluded when no new
codes emerged as I worked with the transcripts. I was satisfied with my content analysis
procedure when moving the themes in the code structure no longer made sense.
I recognize tensions exist with my chosen methodology. Understandably, the readers of
this study were not present during the workshops. Because I was there, I had the opportunity to
experience the physical nuances, laughter, and personal interactions between the participants.
The readers of this study did not have this opportunity and, therefore, missed elements which
enriched this study, because transcribed data cannot completely represent our moments in time
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together nor can the audio recordings of the workshops. These realities are just two reasons I had
to be attentive, respectful, non-judgmental, and curious as a qualitative researcher who led
workshops and analyzed transcripts.
My methodological choices must be considered through the lens of analysis versus
interpretation (Ten Have, 1999). The workshops and online journals were not designed to elicit
empirical data through quantitative inference. They were created so that the voices of
participants could help others learn through the exploration of their learning lives. By embracing
a common sense and in-depth approach to exploring and understanding the contributions of the
faculty and student participants, a comprehensive code structure was created. I accomplished this
by making informed decisions and knowing that no matter how comprehensive my strategies
were, a perfect representation of our time together was simply not realistic (Dimulescu, 2010).
Introduction to the Research Framework and Methods
Rigorous and thorough data collection and analysis was crucial because of the
complexities of human interaction within the context of situational observation (Patton, 1999).
Framing this research study, collecting data, and analyzing the findings were undertaken in a
manner that ensured readers could be transported as closely as possible to the moments of time
examined. I accomplished this by utilizing skills developed as an academic manager, instructor,
and doctoral student to lead three main data collection activities. These included semi-structured
interview style workshops, teacher-student interview sessions, and online faculty journaling. In
addition, I also kept an online researcher journal.
As a reminder to the reader, the research question for this study is: To what extent can an
experiential learning cycle inform a deeper understanding of teaching and learning for faculty
and students in a changing Canadian post-secondary education environment? This question was
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explored by recruiting faculty and student informants from academic departments at Holland
College (other than the department which I manage). Faculty participants attended a series of
workshops and were assigned student partners. The students and faculty met to discuss questions
based on the stages of an experiential learning model. Reflective journaling and thematic
conversation analysis were used to uncover meaning from their teaching and learning
experiences.
Recruitment of Informants
The recruitment process for this study went through a number of changes. Initially, my
intent was to recruit faculty members and staff from my own department of Business, Tourism,
and Sport and Leisure at Holland College. As the manager of this department, I believed
meaningful conversations would result due to the team-based culture which had been established
in our department over time. This strategy was challenged due to the potential power concerns I
brought to the participating teaching faculty and as a senior academic administrator for the
students. Taking this advice, I adjusted my research strategy and communicated with faculty and
students across Holland College who were not in my department. Additionally, I ensured that
participating students were partnered with faculty members who did not teach them.
Utilizing purposive sampling (Palys, 2008) and with the support of administrative
assistants in three academic divisions, invitations, informed consent letters, and the interview
questions were emailed to all staff and students for their consideration. Through two follow-up
emails, six faculty participants and five student participants confirmed their participation.
Although this was a smaller than anticipated sample, I remained confident that robust
conversations would occur based on trust established over time. HC has a rich history of
supporting professional learning communities (Tidwell et al., 2011) which, in turn, has created a
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culture where individuals felt safe, respected, and free to add their thoughts on a subject. The
invitation letters and informed consent forms are presented in Appendices A, B, C, and D.
Descriptive Overview of Faculty and Student Participants
Despite the importance and complexity of ensuring participant confidentiality in a
smaller community college environment, it was exciting to interact so closely with a small group
of faculty and students. The overarching trait of this group was their passion for learning. For the
student participants, learning based on their individual needs was shared frequently. For the
faculty participants, relevant, industry-based learning with focus on the individualized supports
students required was evident. This passion led them to participate in this study.
Three of the student participants were enrolled in technology-based programs. These
included Bioscience Technology, Architectural Technology, and Energy Systems Engineering
Technology. One student was enrolled in a health services program focusing on Child and Youth
Care. The final student was attending a Wood Manufacturing trades-based program. All the
students were female and, as outlined in the requirements for participation, did not arrive at their
programs as direct-from-high-school graduates. I did not know any of the student participants
prior to the launch of this investigation.
Each of the six faculty participants were known to me prior to the launch of this study.
Four teachers worked in the Health and Community Studies department, while two of them
worked in the Applied Sciences program department. Identification of specific programs in
which these six teachers worked is not provided to ensure their anonymity. Within this group,
five participants had completed master’s degrees. Two of the participants also held doctoral
degrees. Two participants were male, and four participants were female. Five out of the six
faculty members had over ten years of instructional and program design experience at HC.
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On many occasions, participants shared how important it was to them to participate in
conversations and research focusing on lifelong adult learning. The group was open to the
process and committed to seeing the study through. None of the participants decided to leave the
study early and, I believe, they all enjoyed growing their professional networks as a result of
their experience.
Workshops
A series of six workshops were organized for this study. The first five workshops were
designed for the teacher participants. These workshops did not include the students in order to
provide the teachers with a more private environment to share their perspectives as a peer group.
Additionally, knowing that the faculty would be working with assigned student partners, I did
not want students to feel they had to hold back their feelings and observations because teachers
were in the same room. The sixth workshop was designed as an opportunity for the faculty and
student participants, along with my supervisors, to come together as a full participant group.
These sessions were established using online scheduling software and totaled approximately 12
hours of recorded conversation, which converted to 168 pages of transcribed text. If a faculty
participant was not available for a particular workshop, a makeup workshop was established at a
more convenient time for that particular individual. This was important because with such a
small sample, I wanted to be sure all participants had the opportunity to learn about each stage of
McCarthy’s learning cycle and offer their opinions based on the previously-distributed interview
questions. Each workshop was approximately two hours in duration and took place at a
predetermined location on campus. The first workshop served as an introduction to the study and
included four faculty participants. For the two faculty participants who were unable to attend the
workshop, a follow-up session was scheduled. An overview of McCarthy’s learning cycle was
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presented during this introductory session. Time was provided for participants to ask questions
and build rapport as a group.
The four workshops that followed focused on each of the stages of McCarthy's learning
cycle. Sessions started with facilitated conversation delving deeper into the specifics of each
stage and included a slideshow presentation, which summarized each stage of McCarthy’s
learning cycle and promoted discussion. Following this, I facilitated a semi-structured group
interview-style conversation guided by specific research questions (Fontana & Frey, 2000).
Participants had the opportunity to read these questions in advance. I noticed that, in doing so,
the faculty participants engaged more readily in the workshop because the questions laid a
foundation for the content being explored.
The final workshop included an invitation to all faculty and student participants to come
together and review my initial findings with my academic supervisors. By re-engaging with the
full participant group, an opportunity emerged to validate my interpretive findings and gather
further feedback. This return to the participants was crucial to validating the themes uncovered
(Lincoln & Guba, 1995) in this study. This activity helped to clarify my understanding of the
experiences of the participants and created an opportunity for consciousness-raising for all
participants. I believed it was important for the participants to feel the support of my supervisors.
I also wanted my supervisors to experience the energy of the participants and be available to
answer any questions. Having my supervisors present increased the feeling of professionalism
and significance for the group.
Each workshop was digitally audio recorded and converted to word-processed documents
using a secure third-party service. Once transcribed, a member check process was undertaken
with the participants to ensure the accuracy of their verbal contributions (Creswell & Miller,
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2000). After confirming verbal accuracy from the participants, the transcriptions were uploaded
to a qualitative coding software package. Conversation analysis (Forrester, 2002; Ten Have,
1999) was employed to interpret meaning from the transcripts. In doing so, an emphasis was
placed on ethically and confidentially securing participant-oriented data as opposed to responses
from the investigator (Forrester, 2002). Through data reduction and the application of a coding
procedure, interpretation of emergent themes was extracted from each conversational data set.
This enabled me to create textual descriptions based on the emergent patterns (Thomas, 2006)
based on the perspectives of the participants in relation to the structure of McCarthy's learning
cycle. Once organized, these themes were thoroughly and comparatively integrated into
McCarthy's learning cycle, resulting in a written representation of the learning experiences of the
participants.
Online Faculty Journals
Secure online journaling spaces were created for each faculty participant to incorporate a
reflexive, participant narrative element to this study, aimed at supporting qualitative credibility.
These digital spaces, which were accessible only by particular faculty members and myself,
provided participating faculty members with a place to reflect upon their experiences with their
student partners. Because there were five students and six faculty participants in this study, one
teacher was not assigned a partner. Instead, this individual used the journaling experience to
reflect on her observations as an instructor as the semester moved along.
After each workshop, faculty participants connected with their assigned student partners
at convenient locations and times. Some met in the library, while others met in the cafeteria or
even off campus at a coffee shop. The faculty participants were asked to interview their student
partners using the questions that had been previously distributed. To build continuity between the
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faculty workshops and the student interviews, these questions matched those which I had asked
the teachers. The faculty members listened to their respective student partners and took time to
reflect on the answers provided. Then, the faculty members reflected on their experience in their
journals. These journals were fluid in nature and provided the opportunity for the faculty
member participants to add observations throughout the duration of the research project. As I
read the journals, I provided feedback and encouragement.
These journals were converted using word processing software and translated into
approximately 50 pages of text. The documents were then uploaded to the digital thematic
coding software I used for this study. I again utilized a data reduction process and analysis
process to build a thematic coding structure to make inferences and analyze the results.
Thematic Coding Software
I used the MAXQDA 11 software package for the digital transcript analysis component
of this study. This versatile program is used for qualitative, quantitative, and mixed-methods
research involving electronic data. In using the software in a previous project as a doctoral
student, I had developed confidence with the program and knew it would be a good choice for
this study.
I began by uploading the digital transcriptions from each workshop and faculty journal to
the software package. Starting with a free-reading process, anchored by the approved participant
questions, I read and re-read each transcript. When an interesting or pertinent sample of text
emerged, I created a theme title and added the newly-identified code to it. As similar statements
emerged, I added them to that developing theme. Additional themes were created with the
numerous samples of text. As more codes emerged, the data framework naturally grew. As more
codes were added to a theme, I frequently found that the slight nuances in the code samples
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demanded that new themes be created. This resulted because the original theme no longer
matched all of the samples, which prompted me to initiate new codes. In doing so, specificity
and clarity emerged in my coding framework. Constant back and forth between the developing
codes and the transcripts provided confidence that the coding framework fit the data (Trapani,
Scholes & Cassar, 2016). This iterative and reflective process resulted in the creation of 50
thematic code sets comprised of 417 individual codes.
Online Researcher Journal
The third data collection element for this study was a personal, online journal. I set this
up using cloud-based technology and invited my three academic supervisors to join the
conversation with online editing rights. This journal allowed me to keep reflective data regarding
my experiences from the outset of the study. I used the journal to share important moments as
they occurred and to keep a record of how the study progressed, including how, when
recruitment was slow, I took time to consider why and subsequently reflected upon how things
progressed when additional communications were released.
I used the online journal as a place to reflect on how the study was progressing, manage
my personal observations, and consider my desires to interact as a manager when the faculty
started to discuss operational challenges at HC. This was a helpful way for me to bracket myself
and monitor my emotions and contributions. I found this to be of particular importance, because
I, too, am an individual with opinions as to what may or may not be important strategies and
supports within the post-secondary learning environment. I was particularly excited when one of
the participants described how there might be an opportunity for a college to describe their vision
of learning so that students, before they came to the institution, would know how the institution
felt about them and their staff. I was fascinated by this and found it difficult not to jump in and
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continue the conversation with my own opinions. I used my online journal as a space to identify
with such personal connections to this study.
I was energized by the three creative strategies for data collection within this study. In
retrospect, I found this structure supported a journey where the voices of participants were heard
and validated. By blending traditional, group-based semi-structured interview workshops, online
reflective journaling, and both direct and indirect researcher-participant interaction, data emerged
in engaging and varied ways.
Data Collection Design Summary
Figure 5 represents the convergence of the three data collection methods, which were
strategically designed to inform this study based on commonly employed communication
practices between teachers and post-secondary students. Face-to-face interactions were supported
by reflective online journaling, which provided the opportunity to capture data from the
perspectives of the researcher, teacher participants, and student participants. As a result, the
intersection of these three data collection methods created an environment that facilitated the
collection of data from multiple stakeholders.
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Figure 5. Data Collection Design Summary

Overviews of Workshops and Questions
Workshop 1: Setting the stage for meaningful interaction. The initial faculty
workshop began with a detailed overview of the research project. My immediate goal was to
ensure a comfort level for participants to come forward. Nutritional snacks, appropriately-sized
meeting rooms, and no technology issues helped make this happen. I started with a slideshow
presentation to review McCarthy’s learning cycle. The intent of this workshop was to help the
faculty participants develop awareness of the full model and the four stages of the 4MAT
learning cycle. The faculty participants discussed the model with me during that time. They were
given time to reflect upon the model and were, therefore, better prepared to participate in
meaningful and efficient ways. Not all faculty participants were available to participate in the
first session, however. I, therefore, ran this session twice so that all faculty participants started
their journey with the same information.
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Workshop 2: Stage 1 of the learning cycle—making meaningful connections
when teachers motivate, and students express feelings. This workshop focused on the
first stage of McCarthy’s learning cycle. I reviewed how the initial stage of the learning cycle
related to the personal connections teachers and students made with each other, which, in turn,
could spark interest and creativity. The questions discussed with faculty participants regarding
the learning lives of non-traditional students included:
1. Describe the importance of creating personal connections with students at the outset of a
course or training session.
2. Thinking of teachers who make strong, personal connections with students, how does this
impact a learning experience?
3. How do the meaningful connections teachers often develop with students help them to
overcome learning challenges they face?
4. How do you think students feel when working with a teacher who maintains a
professional distance from them, thus reducing the opportunity to make personal
connections?
5. Describe a time when you honored or validated something a student brought to a new
learning situation. What were the positive or negative impacts of this during your class?

After we explored the above questions as a group, I introduced the “homework”
component for each faculty participant. The teachers were to meet with their assigned student
partners and lead a discussion based on the following questions. The teachers then summarized
their conversation, ensuring anonymity in their electronic journal. These secure, online spaces
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were only accessible by the faculty participant and me. The guiding questions teachers asked
their student partners were:
1. Describe a learning experience when a teacher created a personal connection with you at
the outset of a course, which in turn allowed you to share something from your personal
life history. How was this memorable for you?
2. Thinking of teachers who have motivated you to learn more, either through personal
connections with you or otherwise, how did this impact your learning journey?
3. As a student, how have these teachers helped you to deal with learning challenges you
have faced in your life?
4. Describe what it was like, including how you felt, when working with a teacher who kept
a professional distance and seemingly struggled to make personal connections.
5. Please describe the ideal learning environment in which your learning soars.

Workshop 3: Stage 2 of the learning cycle—learning new concepts when
teachers present expert content and students think. Prior to asking the following
questions, I led a presentation and facilitated a conversation focusing on the second stage of the
4MAT learning cycle. I discussed the experience when learners moved from reflecting on their
personal histories and learning achievements to meeting new concepts. Guide questions for the
faculty participants included:
1. Describe a time when curriculum was presented in a manner so that it was integrated into
students’ lives.
2. What does this mean for you in regard to learning?
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3. Describe a time where your personal experiences and those of the student blended with
curriculum.
4. How frequently have you observed students being completely fascinated with the content
of your course? Please describe a time when this happened.

After we explored the guide questions as a group, I again described the “homework”
component for the second session with students. Faculty participants met with their assigned
students and held discussions based on the following questions. The teachers again summarized
their conversation and reflections in their electronic journals. The guide questions for the
teachers to ask their students included:
1. Describe a time when a teacher inspired you with their content knowledge in a way
which hooked you into wanting to learn more.
2. What did this mean for you in regard to your own learning?
3. Describe a time when your personal experiences blended with the expert knowledge of a
teacher.
4. How frequently have you experienced a connection between your own fascination as a
student and the facts of a subject?
5. How do you know when a teacher has considered what you need to learn? What is it like
for you when this happens?
6. Describe a time you were a part of the evaluation process in a course.

Workshop 4: Stage 3 of the learning cycle—practical tinkering when teachers
coach, and students use new content learned in practical ways. Prior to asking the
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following questions, I led a workshop focusing on the concept of the teacher stepping back from
center stage to allow students to practice what they have learned in meaningful and personal
ways. Questions for this session included:
1. How is student learning enhanced when time is provided for individuals to practice new
skills or thinking in relation to their professional goals?
2. How do you check for student understanding of a topic?
3. Have you experienced a time when you became an equal partner with a student in regard
to their learning? What did this mean to you?
4. Describe a time when you have stepped back to guide student learning as opposed to
leading it. What, if any, were the benefits and/or drawbacks to this?

After we explored these questions as a group, the faculty participants were comfortable
with the process and knew they were to reconnect with their assigned student partners. The
faculty participants led discussions based on the following questions. They also continued to
build their online journals by summarizing the conversation. The guide questions asked by the
faculty were:
1. Describe a time when a teacher provided you with an opportunity to practice new skills
or think practically about your personal and/or professional goals.
2. Describe how teachers check your understanding of a topic.
3. Describe a time when a teacher recognized you as an equal partner in your learning. What
did this mean to you?
4. Describe a time when you felt a balance between theory and practice in a course.
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5. How do you know when a teacher steps back to guide your learning journey as opposed
to controlling it?

Workshop 5: Stage 4 of the learning cycle—integrating new learning when
teachers cheer their students’ creative integration of content learned, and students
envision and explore new possibilities. Prior to asking the following questions, I provided
an overview of the fourth stage of the 4MAT learning cycle. During this stage, teachers help
students analyze and integrate their own learning and encourage them to share their new learning
with others. The questions were:
1. Describe a time when a climate of sharing and performance-based celebration was a part
of a learning experience. Is this an important function of teaching for you? Why/Why
not?
2. How often do you discuss the future use of new learning with students?
3. How would you feel if a student knew as much if not more regarding a subject than a
teacher?
4. Describe a time when you celebrated a student who was leading and controlling their
learning,
5. Describe opportunities when students are provided [time] to share their expertise with
others as a part of their education.

This was the final time for the faculty participants to meet with their assigned student
partners. They asked the following questions and reflected for the last time in their online
journals.
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1. Describe a time when a climate of sharing all that was learned was a part of your learning
experience.
2. How often is the future use of your new learning discussed?
3. Have you ever felt, or been told, you knew as much if not more regarding a subject than a
teacher? If so, please explain.
4. Describe a time when you felt you were leading and controlling your learning which was,
in turn, celebrated by a teacher.
5. What opportunities have you been provided to share your expertise with others?

Workshop 6: Sharing initial findings: a return to the participants. For the final
workshop, the faculty and student participants, along with my academic supervisors, were
invited to come together, during which we shared a substantial meal. I made a point of
individually thanking all the participants for all the time they dedicated to this study. This was a
valuable activity because I believed it was important to show my appreciation in a meaningful
and personal way. This session focused on sharing my initial findings from analyzing the
transcripts of each workshop and the electronic faculty journals. Participants had the opportunity
to reflect upon my findings and offer clarification, reinforcement, and additional ideas. As a
researcher, I probed for clarity in areas of emergent themes and the language choices I used to
capture the thoughts of participants.
Afterwards, I presented a summary of some initial findings based on my initial thematic
analysis of the codes I had identified with the software I used. Participants had the opportunity to
add to or seek clarification regarding these findings. This workshop, which was also digitally
audio recorded and transcribed using word processing software, added another layer of
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credibility to this investigation by creating an opportunity to uncover and validate deeper
meaning and awareness based on the contributions of participants.
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Chapter Four: Findings
Introduction to the Findings
The data were organized using a thematic coding process applied to the transcripts of the
workshops and reflective faculty journals. By reading and re-reading each document, initial code
titles were created for what I interpreted to be informative participant contributions. These code
titles were based on participant responses to the questions asked during the faculty workshops
and faculty and student interviews. The emerging codes were organized into themes
representative of the four stages in McCarthy’s experiential learning model.
As this process unfolded, a coding framework grew. The framework was modified when
new codes emerged, code titles were adjusted based on new findings, and groupings of codes
needed to be split or retitled to more accurately reflect additional participant contributions. I
determined the point of saturation when no new codes emerged as I re-read the transcripts. Also,
I was confident to proceed with my analysis when further modification of the framework no
longer created an environment to extract meaning from participant contributions (Guest, Bunce,
& Johnson, 2006).
The questions asked during the workshops, and those which the faculty asked their
student partners, created the coding environment. Findings are presented through my interpretive
analysis of the transcripts based on the code framework. This framework includes 471 individual
codes (transcript excerpts) organized into themes. I have included transcript excerpts throughout
the findings to help readers further understand how the code themes and titles developed. This
allows readers to consider the learning lives of participants through their contributions during our
time together. Respecting the small size of the participant sample, and the fact that the faculty
and students work or learn in a small community college, I elected to anonymize the excerpts by
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simply identifying them as either a faculty or student participant contribution. To help the reader
understand the context of a particular excerpt or code, I have added details, when available, to
further describe a particular observation or situation.
I am able to present findings in this manner because, other than the introductory and final
workshops, each session was strategically designed around one of the stages of McCarthy’s
experiential learning model. The open-ended questions asked during each workshop encouraged
discussion as to how faculty participants experienced a particular stage of the model as
community college educators. The faculty journals were also designed so that the faculty
participants could individually reflect on a particular stage of the model after spending time with
their assigned student partners.
The coding framework was not pre-established using the questions asked of and by
faculty participants. Rather, the themes that emerged through my analysis of the transcribed
conversations were informed by the questions asked during each workshop. This created an
environment for contributions, observations, and findings to naturally unfold based on the
reflected experiences of the participants as opposed to forcing responses to fall into predetermined categories. I was excited by this process because it matched how this study was
designed to explore the everyday and unknowns of the learning lives of a small group of
community college teachers and students. Pre-determining categories to place participant
responses would have limited the opportunity to seek meaning from the overall experience. The
four stages of the experiential learning model, from which the participant questions were created,
provided a structure in which to analyze the responses. Without these categories, the emergent
codes would have been difficult to organize in a logical manner through the learning cycle.
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The teacher-student meetings were also designed around each stage of the model. This
data collection strategy enabled me to organize the transcripts and proceed with a thematic
coding process based on a vision of experiential lifelong learning within the context of a
changing student demographic at HC. Ultimately, the findings are intended to inform how
personalized adult learning could be associated to a learning model not commonly integrated into
Canadian community colleges.
Summary tables are provided. They include the frequency of related transcript excerpts,
or codes, in each theme title. A single analysis was created of the whole experience because the
questions the teachers asked the students were designed to open similar topics of discussion
based on the stages of the experiential learning cycle (the questions were the same with only
slight nuances based on whether they were asked by a student or faculty participant). I did not
assume that a theme with limited code frequency equated to a less meaningful contribution. In
phenomenological research, these are called variations and can be as powerful as frequently
occurring themes when uncovering lived experiences. In addition to summaries of each code
from the faculty and student interview sessions, I have also included findings from the final
workshop, which was attended by all participants and two of my academic supervisors. By
reviewing my initial findings with them, participants had the opportunity to share additional
perspectives and consider the future of this study.
During the coding process, themes also emerged, which I believed were important to the
future of adult learning in a changing post-secondary environment. These findings brought
additional clarity and voice to my research question. I believed they were important moments to
be captured as they could be used to set the stage for future investigation. Last, a personal,
reflective summary, based on my observations as the researcher, has been provided. This was
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possible because I kept an online journal during the recruitment, data collection, and analysis
phases. These reflections add another dimension to the study because others can consider the
realities of an educational leader experiencing change in the post-secondary learning
environment. This is important because other post-secondary leaders can learn by comparing my
observations to their own work-worlds. In turn, this could help them meet challenges and support
teaching and learning.
Table 1 summarizes the coding structure drawn from the workshops.
Table 1. Transcript Analysis: Summary and Organization of Workshop Excerpts
Code Theme

Code Title

Frequency

Stage One: Making

Connecting with students

meaningful connections

The complexity of keeping a professional distance

8

with students

Multiple dimensions of connecting with non-traditional

6

20

students
Stage Two: Exploring

Observing students’ fascination with content

content

Blending personal experiences of teachers and students

12
8

with curriculum
What does this mean for your own learning?
Integrating curriculum and learning into students’ lives

3
10

Student engagement with content

6

The teacher pulling back

3
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Stage Three: Practice for

Stepping back to guide learning instead of leading it

12

transference

The student and teacher becoming equal partners in

13

learning
Checking for student understanding of a topic

17

Acknowledging student learning and knowledge

4

Giving students time to reflect

5

A call for more time for absorption, reflection, and creative

9

integration of content to be learned
Knowing when the student owns the learning

9

The moment when connections to past learnings lead to

3

new insights
Stage Four: Students are

Students sharing expertise as part of their education

6

synthesizing and creating

Students leading and controlling their own learning

3

based on their new

When students know more than the teacher

knowledge

The future use of new learning

6

The excitement that comes from new learning

3

Community learning

2

Table 2 summarizes the coding structure drawn from the teachers’ reflective journals.
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Table 2. Transcript Analysis: Summary and Organization of Online Faculty Journals
Code Theme

Code Title

Frequency

Stage One: Making

Connecting with teachers

20

connections with faculty

Teachers keeping a professional distance

5

The ideal learning environment

16

Being inspired by a teacher

11

Blending personal experiences with expert

6

Stage Two: Exploring content

knowledge of the teacher
Personal fascination with course content

6

You can tell the teacher has considered what you

3

need to learn
When the student is a part of the evaluation

6

process
Being given time to practice new skills

7

Stage Three: Practice for

How do teachers check for your understanding?

6

transference

When a teacher recognizes the student as a

3

partner
Feeling a balance between theory and practice

5

Knowing when a teacher is stepping back to guide

3

learning
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Stage Four: Students are

Experiencing a climate of sharing all that has been

4

synthesizing and creating

learned

based on their new knowledge

How often is the future use of learning discussed?

4

Knowing more than the teacher

5

The students leading and controlling their learning

4

Being given the opportunity to share learning with

5

others

Code Themes from Faculty Workshops and Student Interviews
Stage One: Making Meaningful Connections with Students. The initial stage of
McCarthy’s learning model emphasizes the personal reflective actions of students and teachers,
when teachers and students start to make meaningful connections with each other. Students
believe their learning is important and make commitments to their experience through interest
and curiosity. Teachers play a pivotal role during this first stage and take the lead on setting the
stage for students to consider meaning for themselves in a new learning situation.
Responses during the faculty workshops and reflections from teachers after they met with
students were captured as Making Meaningful Connections with Students. After examining the
transcripts from the workshops and faculty journals, three code groupings emerged. These were
organized as Connecting with Students, The Complexity of Keeping Professional Distance, and
Multiple Dimensions of Connecting with Non-Traditional Students.
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Connecting with students. This code grouping was the most prevalent of the three and
emerged based on the questions asked about initial teacher-student connections, students’
reflections, and the establishment of student buy-in for learning. Interesting findings included the
importance of learning students’ names, anonymity in certain post-secondary environments,
challenges of connecting with students in larger classes, the ability of some teachers to naturally
connect with some students but not others, and treating all students equally. To illustrate:

I guess it comes back to personal connections. You said you may not have the time to get
to know everybody personally, but I think how you present yourself in front of 30, 40, 50,
60 people, you can present in such a way that they know you would be a caring person if
they had to come and tell you something. (Faculty Participant, 2017)

It was because I heard in the past a student remark under her breath…why is it, like, that
the instructor, got my name wrong again, and they have been here for however long at
that point. We should be at least be [sic] able to know their names and make that
connection above and beyond just taking their money. (Faculty Participant, 2017)

No matter the relationship between the student and teacher, satisfaction resulted because
of trust. For example, participants provided clear insight as to how trust was foundational to new,
personalized learning for the student. Trust was also connected to how some participants craved
closeness with teachers and how others were cautious of this type of relationship. There is much
to be observed when personally connecting with students and keeping a professional distance.
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When students and teachers trusted each other, journeying through an experiential
learning model became more impactful. Trust was fostered when teachers displayed genuine
interest in their students. This initial element of making meaningful connections set the stage for
deeper learning. When these connections were strong, participants felt an obligation to their
teachers. Conversely, when the uniqueness of a non-traditional student was not acknowledged
early on by the teacher, no connection was established. Instead, a barrier was created, impeding
future learning and the potential to celebrate changes in the student’s life.
Teacher reflections based on their first meeting with their assigned student partners
included how memorable it was for students when they knew their teachers made the effort to
connect with them. These connections took place both inside and outside the classroom.
Comments also included the importance of not only connecting to teachers but also being given
the time to connect with fellow students. Interestingly, one student commented that a positive
connection helps them to be more forgiving if something went wrong in the classroom.
The complexity of keeping a professional distance. This grouping of codes, based on
teacher and student responses, was limited but showcases an opportunity for further
investigation. The teacher responses demonstrated an awareness that keeping a professional
distance with students was something they needed to consider as a part of their jobs. That said,
teachers commented on the fact that professional distance required more clarity in relation to
their roles as adult educators. The faculty participants also shared that being consistent with
students should be considered when deciding how to connect with them in class, as shown in the
following excerpts:
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As we say, I’m a Learning Manager. I’m not a life manager, a relationship manager, a
money manager. I’m a Learning Manager. I like our title because I’m a Learning
Manager, so my concern is your learning. (Faculty Participant, 2017)

I love that Holland College recognizes faculty as Learning Managers rather than teachers.
Even if you have the best teacher in the world, that is not a guarantee that you will
actually learn anything. I have found that the best teachers are those that motivate you to
own the learning and help you apply it your life/work situation. (Student Participant,
2017)

I am concerned about you personally, but my role is to figure out how you can still be
successful, or what is the best route for you in your education while you are dealing with
this issue. I’m not dealing with your issue. I’m not avoiding it. But I’m dealing with it
within the context of my role. (Faculty Participant, 2017)

One of the student participants shared that she did not take it personally when she knew a
teacher was keeping a professional distance. Based on her past experiences, she was able to
adapt to such situations. Another student found that her professional relationship with her teacher
grew in a positive way after she was upfront and shared how she found him initially intimidating.
Having this conversation took courage but helped bridge the distance she was feeling with her
teacher. Yet another student felt this distance but equated it to the teacher being quiet and
reserved. By working on the relationship over time, the student and teacher grew closer to each
other. This was viewed as a positive experience. The student understood how this influenced
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trust and respect issues in the class. Another student discussed how important the personal
connection was to her learning. This connection put her at ease and opened up the environment
to learning.
These findings illuminate how making connections with students is instrumental to the
learning process unfolding in deep and meaningful ways. There was acknowledgement by both
teachers and students of the positive results when a faculty member makes a conscious effort to
build authentic strength-affirming relationships with students at the outset of a course. There was
at the same time at least an implied recognition that, for college teachers, this is an increasingly
challenging requirement in diverse classrooms. This tension illuminates the communication and
interaction challenges teachers and students must overcome for meaningful and personalized
learning to occur.
Multiple dimensions of connecting with non-traditional students. I was excited to
uncover how the questions dedicated to connecting with students helped the faculty and student
participants consider the realities of a changing student demographic at HC. Evidence of this is
when faculty participants shared that mature students would benefit from teachers making a
more concerted effort to connect and build upon the varied experiences they bring to the
classroom. One faculty participant shared that some mature students required quite a bit of care
because of how vulnerable they are in the learning process. This aligned with conversation which
illuminated a belief that direct-from-high-school students have greater familiarity with traditional
classroom structures. The following reflections were provided by two faculty participants:

And that's the challenge of a diverse classroom. You get different age cohorts. You get
different learning levels and different motivation for learning. It's also very different for
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the person who is working full-time and going to school full-time. So, one of the big
challenges is if you were to look at that and try to cater to each different cohort. Each
different person within that cohort has different motivations and their different dynamics.
(Faculty Participant, 2017)

So, connecting with the instructor helps them to connect and feel a part of the group. I
find that you can see a response. (Faculty Participant, 2017)

Students shared how these connections created a safe environment and helped bridge the
distance between textbook content and finding a personal connection to the curriculum outside
the classroom. Students also shared that an effective teacher brings the class into the content. I
interpreted this to mean that powerful learning occurs when teachers make curriculum come
alive in personal ways for students. As well, it was viewed as a positive when teachers shared
their experiences with students. These connections are based on an environment of honesty and
trust. One student stated that, although a sugar-coated answer might be easier to take, they were
not helpful to learning. The importance of relating to the students outside the classroom was also
shared. This was linked to the students feeling more valued as learners, as the following example
shows:

In the same way a teacher can show they don’t care, they can also show they care, just by
their very, um, mood, the way they listen, the way they are present within the classroom.
(Student Participant, 2017)
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Stage Two: Exploring Content. Thematic codes were created based on my analysis of
the questions which focused on the times students and teachers examine new course content.
During this time, teachers share and present their content expertise and add another layer to how
they communicate with their students. Teachers work to build engagement with and for students
through their course facilitation activities. Students are able to experience how their lives fit, on a
personal level, with curriculum.
The responses from the questions asked during the second workshop and faculty
interview session with students resulted in six code groupings. These were Observing Students’
Fascination with Content, Blending Personal Experiences of Teachers and Students with
Curriculum, What Does this Mean for Your Own Learning, Integrating Curriculum and
Learning into Students’ Lives, Student Engagement with Content, and The Teacher Pulling Back.
Observing students’ fascination with content. The use of the word fascination in the
line of questioning was new to the participants. I believe this word was simply not often
associated with the facilitation of curriculum by either students or faculty. Awareness did exist
regarding concepts such as learner interest, engagement, and personal connectivity, but
fascination seemed to be at a higher, less-understood level. This caused both students and
teachers to think more profoundly about their roles when examining course content. The
following excerpts illustrate connectivity between student excitement and learning:

It is exciting. It’s nice. Especially when you see students who sometimes aren’t overly
excited be the ones who get excited or excite others. (Faculty Participant, 2017)
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She definitely agreed that an increase in fascination relates to an increase in learning. At
the very least, the frequency of fascination, regardless of the subject matter, is higher
when content can be applied to a particular situation. (Faculty Participant, 2017)

Both teachers and students frequently shared that the exciting times during class, such as
examining something new or success with foundational curricular elements, created a positive
environment which set the stage for further learning. Interestingly, one student shared that
fascination was not important to her as a student. She did not view this as something related to
her learning.
Blending personal experiences of teachers and students with curriculum. This
code was a result of students and teachers responding to questions which explored the value, if
any, associated with integrating individual experiences into the facilitation of curriculum. One
faculty member commented that this is a strong teaching strategy. She shared how she frequently
set the stage for students to discuss their personal experiences in healthcare in relation to the
topics being discussed in class. For another faculty member, it challenged him to relate back to
when he was a student. Another faculty member discussed that by integrating her experiences
into classes, especially her mistakes in industry, an environment of experiential learning was
supported for students. To illustrate:

If it’s something that is integrated in their lives, hopefully they have made that
connection and they want to learn it. So like, they’re almost pushing the inclusion of the
content. (Faculty Participant, 2017)
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What does this mean for your own learning? Although this code theme was limited
to three responses, each connected to the importance of learning unfolding with students based
on their needs. This contrasts with the pressures of covering a chapter of a book by a certain date
or rushing through a lecture because of the course schedule. One faculty member shared that it
was important to be clear that student learning was about a process as opposed to a scheduled
outcome. I believed the faculty group understood that the deeper connections to students’
personal lives was important when leading classes. The following reflections were provided by
two faculty participants:

But like, me as an instructor, to basically let go and have that kind of thing happen. The
challenge is when you have curriculum content that you feel you are obliged to deliver,
the faith that it will come up. (Faculty Participant, 2017)

So, rethinking what it is I’m trying to achieve with that learning as opposed to, you know,
when you have a textbook and you have content and by Tuesday, we should be on
chapter whatever. (Faculty Participant, 2017)

Integrating curriculum and learning into students’ lives. This code was developed
based on teachers’ responses to questions aimed at exploring how students connected their lives
to their education. Faculty participants demonstrated awareness that non-traditional students
have deep life experiences which affect their days at college. I was excited to experience how
teachers discussed differences between the act of teaching and the experience of learning.
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Participant responses also demonstrated awareness of how curriculum becomes more
personalized based on the experiences of the student. As shared by two participants:

It comes down to the fundamental difference between teaching and learning. We can
teach whatever we want, doesn’t mean they are going to learn it. So, by incorporating it
into their lives, it makes it relevant for them, so they learn from it. So, by getting students
to connect to the material in their own unique way, everyone’s going to be different but
they’ll learn from that. (Faculty Participant, 2017)

Sometimes they don’t have the knowledge and experience to bring in relevance for the
whole class early on. It is then up to you, right? And that’s totally fine, like, I don’t mind
being the supplier of that but sometimes you have to supply your own so that it then
triggers them to think of something that might be relevant. And again, a mature student
sometimes has more of these life experiences versus some of the younger students.
(Faculty Participant, 2017)

Student engagement with content. This code was created to organize participant
contributions based on the times students were observed interacting with curriculum.
Specifically, the faculty responses in this code theme focused on their observations of students
using their new learning. Sometimes this learning is immediate and required for the next steps in
the learning process and sometimes the learning is not used until much later, which creates the
opportunity for delayed gratification. Faculty commented on how students used their learning
outside the prescribed curriculum or program requirements. For example, one faculty participant
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shared how exciting it was to see a particular international student’s confidence grow as they
connected course curriculum to the new experience of going to a walk-in medical clinic and
seeing a doctor in Canada. Student participants also shared how they used new learning in their
personal lives. This is an important code grouping because it illuminates how learning is much
deeper than the curriculum in a course. The quote below was provided by a participant who
teaches nursing curriculum. The individual shared how powerful it is when a student is able to
bridge between coursework and real-life healthcare situations. For example:

And they’re so proud of themselves. I love to see how excited they are when they come
from the doctor’s office and know what the doctor was talking about. (Faculty
Participant, 2017)

The teacher pulling back. This code theme was limited to six responses but was one I
wanted to explore after contributions about teachers keeping a professional distance. I was
interested in understanding more from faculty participants how they let students take the lead in
their learning. This is important because, in the initial stages of McCarthy’s model, teachers take
more of the lead role. As the cycle continues, teachers step back for students to take more of the
lead. The following excerpts were shared by two faculty participants.

A teacher who physically limits his/her availability to answer questions has definitely
indicated that they are stepping back. For the student, though, the lack of their physical
presence can be stressful, as their “safety blanket” is gone. (Faculty Participant, 2017)
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What drives me to learn or seek out new information may be different than the students in
the classroom. If you can give them something that is exploratory in nature, and they can
control the learning, you learn more if you’re interested in something, so let them pique
their own interest. (Faculty Participant, 2017)

Stage Three: Practice for Transference. As student learning moves beyond authentic
connections with teachers and the exploration of personally meaningful content, individuals need
to tinker and practice with curriculum. Providing this time facilitates the transfer of knowledge,
skills, and attitudes from the expert teacher to the student. Students also have the opportunity to
take a lead role in their learning. Teachers check for understanding often and create an
environment of coaching as opposed to facilitating. Students are encouraged to examine and reexamine their learning as a process of reaffirmation unfolds.
The questions asked of faculty participants during the workshops and those which they
asked their student partners resulted in eight code themes. These were Stepping Back to Guide
Learning Instead of Leading It, The Student and Teacher Becoming Equal Partners in Learning,
Checking for Student Understanding of a Topic, Acknowledging Student Learning and
Knowledge, Giving Students Time to Reflect, A Call for More Time for Absorption, Reflection,
and Creative Integration Content to be Learned, Knowing When the Student Owns the Learning,
and The Moment when Connections to Past Learnings Lead to New Insights. Feedback from this
stage clarified how meaningful teaching and learning is much more than being respectful and
aware of students’ needs while presenting up-to-date curriculum. I will be referring to this in
more detail in the analysis section. As a reminder to readers of this study, these code themes
were not pre-determined. They emerged as a collection based on my interpretation and analysis
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of participant responses. As an educational researcher and community college leader, this was
one of the most exciting features of my research design. Uncovering meaning from what can be
considered the everyday experiences of learners and teachers was inspirational.
Stepping back to guide learning instead of leading it. I was excited to uncover that
faculty participants believed stepping back to guide learning created an environment for students
to experience firsthand how much effort and consideration was required to help someone learn
something. This led to faculty participants questioning how stepping back to guide students in
their learning would be appropriate for those who were only doing the bare minimum in a
course. Teachers shared apprehension over stepping back to guide learning with students who
only understood being led. Because the student might not understand what the teacher is trying to
accomplish could create an environment for complaints. This led to a discussion of the
importance of confidence in institutional support during challenging times when facilitating
learning. The following excerpt shows how one faculty member courageously shared how hard it
is to step back.

A benefit for them is that “ah ha” moment of holy mackerel, it’s hard to make sure people
know how to learn something. A drawback is that it can be a lot of work on an
instructor’s part if you sit back too much and let them go and then realize they’re going
the wrong way. (Faculty Participant, 2017)

By stepping back to guide learning, teachers provide students with opportunities to see
that they may not know as much as they think. This can lead students to moments of significant
self-satisfaction and ownership of new learning when things progress well.
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The student and teacher becoming equal partners in learning. This code theme
emerged as a result of questions and discussion showcasing what happens when student expertise
grows and is acknowledged by teachers. This was described during times teachers experienced
students teaching them. It also surfaced when teachers felt it was okay to say they did not know
an answer, and a partnership formed when a collaborative approach was used to find
information. To illustrate:

I find if they are informed up front that you’re doing something new or doing something
for a purpose with them, they are totally on board. It’s nothing that needs to be a big deal,
but all of a sudden they feel very involved in this new kind of process because you are
sharing. I find that all of a sudden it brings a connection to the learning classroom.
(Faculty Participant, 2017)

And all of a sudden you observed the student. Wow, they got it. The transference has
happened. We’re truly here as colleagues. (Faculty Participant, 2017)

I acknowledge from day one, I will learn as much from you (the student) as you will learn
from me. I guarantee you that. Like, I try to tell them right from the beginning, this is an
interchanging, this is interchangeable knowledge because of the backgrounds they
(students) have. (Faculty Participant, 2017)

For faculty participants, this moment of partnership was powerful. They commented on
how amazing it was to observe the student being the expert. One faculty participant also added
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that there is a line to being a cheerleader. For me, this meant that if the student is not a vested
participant, he felt obligated to focus more on those who were. I believe this was connected to
the previous theme of Keeping a Professional Distance.
A student participant commented on the positive experience of a teacher encouraging her
to follow her passion for a project he had never worked on before. Specifically, the student
wanted to isolate and work with compounds found in tobacco in a bioscience lab environment.
The faculty member had not worked with this product before, but because it fit the parameters of
the project, he encouraged her to proceed. She was energized by the fact that this experience was
going to be a learning curve for both of them. This demonstrated to her that professionals remain
open to learning. Another student discussed how feeling that partnership made her feel good
about herself and gave her the confidence to identify both problems and solutions.
Checking for student understanding of a topic. This was a popular code theme
comprising 23 excerpts. The questions associated with this code theme enabled participants to
talk about the times teachers overtly checked that a student had learned something during their
course. Faculty responses were linked to the confidence they had in students through their
actions, such as discussions, questions, role plays, their performance on assessments, and during
practical skills demonstrations. Two faculty participants shared how they believed this was an
intuitive process. They could simply tell when students understood a topic. Faculty commented
frequently that the questions students ask indicated their level of knowledge and understanding.

As far as how do you know, I hate to say it’s intuitive, but you start to see when they
really know. The questions they ask tell you they know because the intelligent questions
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come. The good questions come when they really understand what they are supposed to
be getting out of it. They also realize there is something there. (Faculty Participant, 2017)

Faculty shared how the intensity of assessment changes and evolves as students gain new
knowledge. This growth is a good indicator of student understanding. However, this can be a
challenge, because some students can do well on a test but not understand the content. The
reverse is also true. It is important to watch students moving from memorization to analysis. In
other words, moving to higher order thinking in their answers and discussions can be a terrific
way to check for understanding.

Acknowledging student learning and knowledge. This code theme emerged when
teachers answered questions focusing on the celebration of learning. This was accomplished by
teachers intentionally stepping back and challenging students to perform independently, thereby
challenging their confidence and levels of independence. An example is when an instructor asks
second year students to do things they learned as first year students. This scaffolded approach
can be difficult for some students but builds confidence when it is acknowledged they know
things and can accomplish them.
Teachers also discussed the importance of sharing student work outside the course or
program area. This activity has gained popularity at HC as evidenced at the end of the academic
year when program-level email invitations to visit a classroom or the cafeteria to view student
capstone projects proliferate. These range from artistic showcases in photography and multimedia programs to digital simulations in computer or network information programs. With these
projects, students have the opportunity to share their work with others. Faculty members in the
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program area are also present to acknowledge learning. Faculty participants shared how
important it is to find excitement when transference of learning has taken place by recognizing
achievements in public, mentioning them, and giving accolades.

Now interestingly, our second year students who are just getting ready to graduate are
terrified now. They’re like, “We don’t want to go”. They come to me saying, “For our
presentation we are thinking of doing this.” and “What do I think?” I’m like, you guys
can do it however you want to do it. They ask, “Can’t you tell us if that is the right way?”
I’m like, no you guys need to decide that. That’s a part of my job to prepare them.
(Faculty Participant, 2017)

Giving students time to reflect. This line of questioning was intended to gather
feedback on the relationship between time as a premium to facilitate curriculum and providing
students with time to consider learning in the context of their lives and goals. One faculty
participant shared that because her program had been recently extended, it provided more time to
revisit learnings. In turn, this empowered students to draw on their memories and realize they
had industry-related knowledge of their own, building confidence and excitement as a result.
Another faculty participant shared similar thoughts and added that she observed an
increase in grades and decrease in student anxiety and attrition. Another faculty participant
shared how he felt pressure due to the tight time frames in his program. Students are not
provided enough time to reflect and practice. This creates an environment where students are
slightly competent in a number of topics but at the same time, lack expertise.
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Giving them that little break it enhances their learning by also building their confidence.
Um, you know, when you’ve got that student who is just totally maxed out, giving them
that breathing room. I know our students, spreading things out, we did see a difference in
grades. We saw a decrease in attrition. We saw a decrease in anxiety. It also allowed us to
enjoy teaching the material in a different way because we didn’t feel like we had to force
it into them and be unsure if they got it and not having time to check. It made it a
difference experience for us with them. (Faculty Participant, 2017)

A call for more time for absorption, reflection, and creative integration of
content to be learned. Student and faculty participants were asked questions that allowed them
to consider learning when students connect with their personal goals. Teachers discussed the
pressure of fitting content within the academic year, which created an environment where
students did not have the opportunity to reflect and achieve ownership of their learning.

I think it turns into experiential learning. If you’ve got content, and you walk away with
just the content, you will learn something, but if you’ve got content, and you get time to
practice and apply it, then you own it in a different way. (Faculty Participant, 2017)

I think that time allows them to, almost for the information to sort of, percolate for a little
while before it has to really germinate. But then I also find if too much time is expired,
they’ve forgotten the stuff you’ve talked about. (Faculty Participant, 2017)
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Faculty participants also shared that students need to be provided time to critically think
about their learning, re-expose themselves to it, and build upon their own development. One
faculty participant whose program was extended shared how the ability to linger on topics longer
created an environment where student learning was more observable.
Knowing when the student owns the learning. The frequency for this code is
limited, but comments from faculty were energizing in relating their awareness of when students
learned something new. Faculty comments can be summarized as an awareness of students
taking the lead in the class. This also included wonderment at student ability based on the quality
of their work. Another faculty participant commented that student interaction lessened but
became more focused at a deeper level. The knocks on the door became less frequent but more
important for both the student and the teacher. This was summed up as “the end of babysitting
days” as the faculty member observed the students’ independence.

The classroom stories go from them listening to my stories to them telling me one of their
stories. (Faculty Participant, 2017)

The moment when connections to past learnings lead to new insights. When
students know they are able to choose projects and presentations genuinely interesting to them on
what they are passionate about, their confidence builds. The excitement is there. One faculty
participant described this moment as a time when the light bulb goes on. She felt you could
actually see this moment in the student.
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You can actually see “Oh, that, I remember last semester when we did this”. And then it’s
kind of like, “Oh, there is a reason you taught us all of this stuff.” (Faculty Participant,
2017)

Stage Four: Students are Synthesizing and Creating Based on Their New
Knowledge. As student learning moves through feelings of connectivity with teachers,
curriculum shared through experts, and practice aimed at making learning even more
personalized, students move to a place where they take a lead role in creating new learning and
synthesizing understanding for themselves. Teachers are students’ biggest fans and cheer
students on, setting the stage for personal and creative integration of new knowledge. Thus,
students have opportunities to refine work, celebrate professional development, and share new
learning with others.
Participant responses were limited as we explored questions aimed at revealing the
wonderment of personalized learning and times when the students demonstrated expertise. This
finding will be examined in more depth in the analysis section, showing how an opportunity for
training and development in a community college has emerged. Responses from the faculty
workshops and student interviews were organized into six code titles. These are Students Sharing
Expertise as Part of Their Education, Students Leading and Controlling Their Own Learning,
When Students Know More than the Teacher, The Future Use of New Learning, The Excitement
Which Comes from New Learning, and Community Learning. It is exciting to see how these
codes celebrate not only elevated levels of student ownership and faculty pride, but also
showcase how new learning triggers the initial stages of learning to begin again. Hence, student
learning can be considered an ongoing, lifelong activity.
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Students sharing expertise as a part of their education. One faculty participant
referred to this as a special contribution, because his courses are highly participatory. At some
point, students will have the opportunity to share something unique that others have not
experienced or thought of before. Another faculty participant believed this was an important
aspect when sharing clinical experiences with others. She strategically ensured all students had
the opportunity to share their expertise and feel empowered though their learning.
One of the student participants shared that she observed how students seemed to gravitate
towards this activity in a natural way as her program moved forward. She shared that likeminded students tended to congregate and were happy to share their learning as opportunities
arose. One faculty participant reported that the student interview based on questions at this stage
of the learning cycle was very brief, because the student struggled with answering the questions
and felt her awareness of learning at this level was not well developed. Another student
participant reported how she would prefer her post-secondary learning environment to be one of
less sharing and more instructor-led sessions. These findings present a significant opportunity for
further consideration and support the concept of students becoming experts in the classroom. As
shared by two faculty participants:

Usually, we would start the morning with alright, how was your week in clinical? And
they say, who has had an experience, something exciting, something new that they
learned that they think would be of interest to the rest of the group. (Faculty Participant,
2017)
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With our course, with group dynamics and family systems and child development, we are
always talking about their experiences. At some point, somebody’s going to have an
opportunity to say something unique that other people have not experienced or thought of
before. Somebody’s going to have a chance to be in that role and acknowledge for that
special contribution. (Faculty Participant, 2017)

Students leading and controlling their own learning. This code title, based on the
questions asked about learning anchored within the student, resulted in a limited number of
transcript excerpts. This proves to be another example of how deep-level learning can be
examined in more depth at a community college. One faculty participant shared that by giving
students choices such as assignment content and due dates during their courses, students had the
opportunity to take the lead in their learning by making choices. Another faculty participant
discussed that students seemed to take the lead when they could choose projects or presentations
of genuine interest coming from their passion as learners.

Once in a while I’ll get comments from students where they don’t understand why they
are being given so much leeway. They say they paid to come here to sit and be taught.
(Faculty Participant, 2017)

One of the student participants shared a time when her instructor celebrated with her
when she successfully completed a difficult topic within the fine woodworking curriculum. This
was important because numeracy, precision with machinery, and artistic vision were required to
create a professional-level product. To accomplish this, she took the lead in seeking support,
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which made her feel she was controlling her learning in a positive way. Another student
participant shared that more celebratory responses from teachers were required as she took
control of her learning. Interestingly, one faculty participant shared how surprised he was by the
positive results which surfaced, when academic concern was shared with a student. This was
because he thought these academic concerns would be viewed by students as the institution
removing their control and freedoms. Finally, for one student, being accountable for his learning
led to increased leadership.
When students know more than the teacher. This code title contained the most
excerpts in this section of the learning cycle. One faculty participant shared how she would foster
an environment of sharing when she knew a student knew a great deal about a certain topic being
presented in class. Another faculty participant agreed, but they made sure to remain alongside
students as they contributed, to ensure appropriate communication with the class.

I find that if the opportunity presents itself, and it fits, capitalize on it. But at the same
time there’s a part in the back of my brain going, let’s just monitor what they’re going to
say because they have the stage and the rest of the students may assume everything they
say is accurate. This may not be the case. (Faculty Participant, 2017)

A faculty participant shared that, with an increasing number of international students, it
was important to be aware of different standards based on topics being discussed in class.
Interestingly, one of the faculty participants explained that, as his experience as a teacher grew,
his comfort with increased student expertise on a topic also grew. Another faculty participant
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shared that student expertise could be overwhelming for a class when one student dominates. In
cases such as these, some students turn off quickly.
A faculty participant shared that she was comfortable trying to tease expertise out of a
student whom she knew had certain life experiences. She would meet with the student to ask
about comfort with this process. Another faculty participant shared that both the teacher and
student can feel fear when the student has significant knowledge and experience. In contrast, one
student participant stated that the teacher, not the student, was being paid to teach.
A student participant shared that, although she had a solid level of knowledge regarding a
certain topic, at times she felt her expertise was not celebrated. Two student participants shared
how they never felt they knew as much as their teachers. Finally, a student participant shared
that, although she has never had a teacher tell her she had more knowledge about a topic, she
sensed her experiences were acknowledged by one particular teacher. She found this
empowering. These examples reiterate a need for faculty to be persistent and determined when
teaching students whose previous learning lives have been predominantly controlled and passive.
The future use of new learning. This code title captured contributions from student
and faculty participants who provided feedback regarding the frequency and acknowledgement
that new learning is important to people’s futures, no matter where they go. Faculty participants
commented how they tried to integrate this into their teaching activities. They discussed how this
was an important investment of time into the developing skill sets of students. By discussing the
future use of learning with students, linkages are made with curriculum which may seem abstract
or irrelevant to a class. This activity challenged the “siloed” effect of curriculum packaged into
courses. As shared by two faculty participants:
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Sometimes it’s reminding them the learning that you’re doing right now might seem
fragmented or “siloed” but it’s all going to pull together. So, you are reminding them all
along the way. Then, all of a sudden they’re like “Oh, that’s why we learned that”. Then
you see them start to make the connections. (Faculty Participant, 2017)

Study it, write the test, and it goes away. So, it’s constantly reminding them of the need
to have the knowledge. Not for the program but for their career. (Faculty Participant,
2017)

One student participant shared how she experienced her teachers discussing the future use
of her learning every day. She observed this as an intrinsic part of her teachers’ philosophy.
Another student shared how her teacher did a wonderful job of discussing what needed to be
accomplished in the real world. This succeeded because the learning in the program was quite
controlled. Another student participant shared that although this was happening for her as well, it
was her teachers who took the lead role in making these connections for her.
The excitement that comes from new learning. This code title emerged from
questions aimed at providing an opportunity for participants to talk about their excitement with
new learning. Again, this theme had a limited response rate, which I will refer to in the analysis
section. Two faculty participants described how they took the lead in building students up and
celebrating their learning. These teachers made a point of showcasing to students all that they
had learned. They did this by using the students’ work as class exemplars and by taking the time
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to let them know their work was ready for use in industry. It should be noted that the teacher
remained in the lead, as opposed to the student, with their new learning during this study.
Another faculty participant described when he received an email from a student, relating
how his teacher had integrated theoretical learning into a practical environment. The faculty
participant shared how he hoped he was creating this environment on a constant basis for all
students. Again, the teacher led the process, creating an opportunity for further analysis and
investigation. One student participant shared that she had little opportunity to celebrate her new
learning. She also cautioned that, in an adult classroom, public accolades could be detrimental to
those who might not be performing at a high standard. I interpreted this to mean that teachers
need to be careful about inadvertently making a student feel bad about their work based on the
excellence of another student’s work.

So, it’s kind of a building them up that they are equal contributors to the learning, and we
celebrate that. Like, it’s really exciting and we make a big deal out of, you know, look
how much you’ve shared with the group to build that resource. (Faculty Participant,
2017)

The student I am partnered with sets a high bar for herself. Eventually though, she finds
that her hard work and good efforts are not celebrated, but rather, expected. I think she
would appreciate a more celebratory response when good results are delivered. (Faculty
Participant, 2017)
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Community learning. The questions asked of faculty during the workshops, and when
faculty interacted with students, were intended to acknowledge interest in or the importance of
integrating learning into the students’ developing community. These moments did not garner
significant responses. As the researcher, I observed the questions did not raise as much energy
and intrigue as other sets. One faculty participant responded to the importance of connecting
with a community resource in a particular course, and another discussed the challenges and
opportunities that came from public poster presentations. As a precursor to the analysis section, I
found it interesting to uncover that the latter stages of an experiential learning model resulted in
several areas for further investigation and support. This is summed up through the following
excerpts:

In the (trades-based) program, they had some of their work displayed in a public setting
for others to see. She felt like the Learning Managers were very proud of their work and
wanted it to be on display. (Faculty Participant, 2017)

And lastly, we discussed opportunities that might be provided to share opportunities with
others. They are opening up their research to the public and bringing in people from
industry. These have all provided opportunities for her to share her expertise in the things
she’s learning with others. (Faculty Participant, 2017)
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Code Titles from Full Participant Workshop
As designed, the final workshop included all faculty and student participants. With two of
my supervisors in attendance, we had the opportunity to celebrate as a research community.
During this meeting as a full participant group, two activities took place. First, I presented a
series of observations based on my initial reactions to the transcripts. This included showcasing
how the code titles had emerged based on McCarthy’s learning cycle. I also used my
observations to facilitate conversation with participants, so they could clarify their feelings about
their experience, add feedback, and talk about the future use of this investigation. This was an
important time for participants to validate my interpretive findings.
Table 3 summarizes the code titles and associated frequencies created based on our time
together as a full participant group. This was the only time all faculty and student participants
interacted as one group. In addition to this being a celebratory experience, strategic questions and
my initial analysis created an environment rich for discussion. After reading and re-reading the
transcript from the workshop, I was able to identify frequencies of participant responses to
particular questions.
Table 3. Transcript Analysis: Observations from Full Participant Workshop
Code Title

Frequency

A call to listen to what mature students are saying

5

A call for new, more respectful and positive terminologies

8

Seeing faculty and students with different eyes

7

A call for circulating the findings of this study

2

Participants’ personal reflections on why they signed up

5

A testament to the far reaching impact of participating in this study

7
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A call to listen to what mature students are saying. This code title emerged as
participants discussed what they felt was important to consider about students who do not fall
into the direct-from-high-school demographic. Participants offered that they need to be listened
to and that faculty should not make assumptions about them based on outdated research. They
also said students should be asked questions as a strategy to address this reality, since the
demographic is changing, and the students are currently on campus. Another point raised was
that faculty should work directly with students. One student participant shared that, although HC
surveys students anonymously, face-to-face interactions may be more beneficial, such as pulling
together students in a random fashion to talk about their experiences in a conversational format.

As far as something to remember about the demographics is that our students have life
experience and learning experience. We should be tapping into them to find out what we
can do to make things better. We need to listen to learners more and set up more ways for
them to give feedback. (Faculty Participant, 2017)

Another student participant shared how she pushed the boundaries with her instructor
when it came to interaction inside and outside the classroom. Through the development of a
professional relationship, she became more of a friend. She was able to ask questions beyond the
scope of the curriculum and learn through the instructor’s professional place in industry. This
relationship is considered powerful, considering the maturity of the student. The student also
added that this type of relationship might not work for all students, but it definitely created a
sense of pride and empowerment for her.
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A call for new, more respectful and positive terminologies. As a researcher, I was
curious to learn if the student participants felt they were non-traditional clients in the institution.
Through questioning, I wanted to explore their views of themselves in their programs with other
students as well as outside the classroom. One of the student participants shared that she did not
label herself as anything. She noted that the concept of a mature learner should not be age
specific. She struggled with the fact that an older student might be expected to act differently.
She felt there was an expectation for older students to be on time for classes, as opposed to
younger students. She also felt the label of “non-traditional” created a negative feeling and asked
if non-traditional students were considered not normal in the eyes of the institution. As well, she
added that the classroom is a very diverse environment and, therefore, could not be categorized.
Other student participants agreed with this feedback and shared that, regardless of the diversity
in the classroom, all students are simply learners.
Another student participant shared how she noticed that student populations
conventionally identified as non-traditional are becoming more mainstream. In turn, these
conventional associations are reversing. Consequently, those who were considered traditional are
becoming non-traditional. An example provided was the increased number of female students
participating in trades training. Finally, it was agreed that labeling students required additional
investigation. The negative connotations associated with labeling groups could be detrimental to
how the students view themselves as learners. The following excerpts demonstrate this
awareness:
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Well, it kind of differentiates them. Are you saying I’m here because I’m different or not
as qualified as other people? So, there’s that little negative connotation in that sense
around being labeled. (Student Participant, 2017)

And then again, it seems like the word “non” is negative but then when you look at the
word traditional, it’s kind of labeling, like, you’re not the type of person that should be in
this program. (Student Participant, 2017)

And I feel like it’s common practice these days that education is something, like, I know
for myself, I plan on doing it throughout different periods for the rest of my life. You are
going to have people who are 56 back in school. You are going to have, you know,
people at 18 quitting school. It’s just a matter of, you’re just a learner, you know.
(Student Participant, 2017)

Seeing faculty and students with different eyes. As we came closer to the end of
our full participant workshop, I asked if any individual participants would like to share important
moments they experienced during our time as a research community. I did this because I was
interested in uncovering what was important to the participants and if there could be any linkages
to supporting experiential learning in a changing community college environment. For one
faculty participant, the best part was meeting a student he did not previously know. He learned
more about what it was like being a student at HC by stepping back and listening. In relation to
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this, one of the student participants shared how great it was to be able to open up and be honest
with someone who works at HC. The structure of the research environment enabled her to say
the things she wanted to say. She felt that if she had to sit down with one of her current
instructors, she would not have said as much. One of the faculty participants agreed with this
observation. As shared by one of the faculty participants:

I think we made a lot of assumptions about adult learners. So, we try to gear our teaching
towards the typical adult learner. I think we sometimes exclude other adult learners, and
maybe what’s typical may not really be what’s typical anymore. (Faculty Participant,
2017)

One student participant shared that, for her, the largest takeaway was meeting new
people. She enjoyed interacting with individuals whom she would never have had the chance to
meet at school. She concluded by sharing how she acknowledged exploring faculty-student
relationships was such a large part of this investigation. Similarly, a faculty participant shared
how nice it was to interact with other teachers who were also interested in exploring more about
students. Although she was not surprised by who had volunteered to participate, the experience
of re-engaging in sustained dialogue about learning was valuable. As a concluding point, two
student participants and one faculty participant confirmed how empowering and energizing the
experience of participating in this study was. This authentic interconnectivity demonstrates how
faculty and students can be supported beyond courses and curriculum. To illustrate:
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I find that at the end of the year, I’m so sick and tired of marking. I need things like this
to get my passion back. I need this. It helps my teaching morale. (Faculty Participant,
2017)

I would like to do this again like in a year or half a year. (Student Participant, 2017)

Can you organize something, like put a Doodle out like in 6 months? I want to hear the
rest of this. (Student Participant, 2017)

A call for circulating the findings of this study. I made a point of asking the group
who needed to read my study. I did this because I acknowledged many other stakeholders, such
as administrators, members of the community, and families, contributed to post-secondary
student learning. Responses were limited, but one faculty participant shared that this study
should be read by multiple stakeholders including those who recruit students, students who think
of coming to college, and faculty on the front line with students. This is an interesting
contribution because it is important to learn about how students are attracted to an institution,
how they are approached by the institution, and how we keep them at the institution. When we
discussed the role of administrators, one of the student participants shared the importance of
faculty as stakeholders in student learning. Because students have little contact with
administrators, it is not the administrators who make or break the learning experience for the
student. Thus, people who have the most hands-on relationship with students should be given
priority in reading this study.
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Not just the bigger stakeholders. The instructor who is at the door meeting the student for
the first day. How much contact do you have with administrators? That’s not who makes
or breaks the learning experience. The teachers in front of you do. I think it’s the frontline
people who have the most, um, hands-on opportunities to use this material. (Student
Participant, 2017)

Participants’ personal reflections on why they signed up. During our final
workshop, I wanted to provide an opportunity for participants to share why they had decided to
volunteer their time during a busy academic semester. As a researcher, I was honored to have the
chance to explore the learning lives of 11 individuals. I did though, want to learn more about
why the participants believed it was important to share their voices. One participant shared it was
important to her to be part of the future and contribute to helping others better navigate their
lives. She wanted to contribute to this reality as a mature learner returning to school. One of the
faculty participants shared how important it was to inform the practice of post-secondary
education. Another faculty participant linked his decision to participate to informing student
attrition and retention.

I had you as an instructor 10 years ago when I started at Holland College, and I guess I
felt bad. I didn’t know if you would have people to participate. That was my initial. But
it’s been a really good experience because I really enjoyed meeting with my student, and
um, learning from her from a student perspective. I think it’s really going to, it gives me a
lot more empathy for mature students here. (Faculty Participant, 2017)
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A testament to the far-reaching impact of participating in this study. Having the
opportunity to interact with both students and faculty in ways one would not normally do so in a
program was inspirational. One faculty participant shared that she believed this study would help
her own practice by providing perspective and interesting feedback. Another faculty member
described how much she places value on research. She made the decision to participate before
reviewing the research questions. She understood the value of drawing upon research in relation
to her own academic journey and wanted to contribute to it as well. One of the student
participants believed this study enabled her to integrate more deeply with the teaching process
and to make contributions she felt compelled to share. In doing so, she satisfied her desire to help
in any way she could. This is summed up in the following excerpt:

I want to be able to be involved in the process with my teachers and to be able to discuss
learning methods and ways we do things as a partnership. So, it was a good opportunity
to not necessarily sit down with my teachers but other teachers to look at the whole
structure of how things are done. (Student Participant, 2017)

It should be noted that three faculty participants initially decided to become involved
because of their desire to support my journey as a doctoral student. From worrying that there
would not be enough participants, to understanding the depth of a doctoral-level investigation,
these individuals made a commitment based on professional collegiality. These individuals
added, once the study was underway, they enjoyed the process and the opportunity to work as a
community of learners in a way they never did before. They also enjoyed forging relationships
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with students they did not know. Doing so helped them reflect upon their own students and
practices as adult educators.
Important Moments Captured
As our time progressed, participants offered other feedback that caught my attention. This
included perspectives offered in connection to the main research question in areas such as deeper
adult learning, feedback surrounding non-traditional students, and celebrating student expertise.
Additionally, participants offered their interpretations of McCarthy’s learning model. These
reflections and comments linked to areas of assessment, instructional development, student
supports, and relationships between types of teachers and students. More importantly, these
contributions connect to the full learning system called 4MAT.
Table 4 summarizes the series of code themes created when important moments were
shared about this study but not related to a specific interview question.

Table 4. Transcript Analysis: Important Moments Captured
Code Theme

Frequency

Honoring what a student brings to a new learning situation

7

Admission to not travelling the full learning cycle

15

Implications for student recruitment

9

Honoring the unique perspectives and deeper commitment mature students
22
bring to the table
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Honoring what a student brings to a new learning situation. The code excerpts
within this theme focused on when faculty identified and validated knowledge students brought
to a learning situation which, in turn, opened up new avenues for mutual respect. One faculty
participant shared how a valuable activity used in his program included encouraging independent
student research projects. Students’ work would be integrated into the curriculum the next year.
Students were provided guidance and knew at the outset that the faculty were looking to add to
the curriculum. Positivity and pride were felt by faculty and students with this strategy. Another
faculty participant shared how the specific experiences of others in the healthcare system created
an excellent environment to honor what students brought to courses on a daily basis. This was
because no single faculty member could bring firsthand experience compared with so many
healthcare experiences from a full class of learners. A similar strategy was used by a faculty
member who enabled those in the class with children to contribute their experiences. Similarly,
another faculty member described how she noticed a student perk up in class when a topic was
related to her current experience. In turn, this willingness to include student experiences helped
build a learning community and solidified the connections faculty and students made with each
other. Honoring what students brought to learning situations enabled classes to find new levels of
respect for individuals. Doing so helped students understand the complexities of other students’
lives. One faculty participant added that the learning from other students was more valuable than
the actual content in a program she completed. As shared by two faculty participants:

When I’m talking about infants and toddlers (in a course), I don’t have kids myself, so
whereas half the class has kids. I feel stupid being the one talking about this, so how
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about you tell me what your infant did at nine months instead of me pretending to read
this from the text. (Faculty Participant, 2017)

For us in nursing, it’s every day because I can say this student has more experience
because they have lived it or they have had a family member and we’ll say you know is
that something you are comfortable with? They are often the experts. (Faculty
Participant, 2017)

Admission to not travelling the full learning cycle. It was a fascinating experience
to hear participants make connections to McCarthy’s learning model as they reflected upon the
questions asked in this study. Oftentimes, they might not have been aware of the connection. I
believe this presents strong linkages to how natural the experiential learning model is and how it
applies to all stages of life. For example, the faculty group discussed how they did not connect
deeply to stages 3 and 4 of the model as new instructors. They focused on developing respectful
relationships with students and presenting significant volumes of content. After they had some
experience, they understood how much they were missing in regard to the learning journey of
students. In relation, stepping back, watching, and coaching took significant planning and effort
but was important. Another faculty member shared an experience where students spoke of the
desire to journey through McCarthy’s cycle. These students were not aware of the stages, but
they indicated their desire to be included in the learning journey and showcase their learning at
the end of two years. As shared by three faculty participants:
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I think one of the most memorable moments for me would be actually stepping back and
truly listening to what it’s like to be a student here at Holland College. (Faculty
Participant, 2017)

I think we made a lot of assumptions about adult learners. So, we try to gear our teaching
to the typical adult learner. Because typical would have been in literature 20 years ago.
(Faculty Participant)

I feel there’s a correlation between how many years a person has been teaching and how
easily they transfer into stages three and four. (Faculty Participant, 2017)

Implications for student recruitment. I was intrigued when faculty participants
shared that this study and McCarthy’s learning model could be used to support marketing and
recruitment initiatives at HC. We had spoken of how this work could inform teacher training and
student learning, but marketing and recruitment were new considerations. In response, teachers
felt if those who were recruiting for the institution could better describe a vision of experiential
learning for potential students, more individuals might be attracted to the institution. As well, if
more detail could be provided regarding the learning journey of students across their life cycle at
HC, applicants would have a better understanding of how a program could prepare them for
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industry. The following excerpts connected McCarthy’s learning model to both marketing and
recruitment at Holland College:

This came up in conversations early on. Students who are going to come to the College,
students who are already in the College, the people who are recruiting kids to come to the
College, and the instructors who are sitting in front of students all the time. (Faculty
Participant, 2017)

Even on the marketing side of the College. If you are only advertising in the first level. I
would imagine, the more creative side of things, you’re missing all of the analytical and
these other pieces. Maybe there are people that want to come to a program but just the
way it’s marketed or presented it’s like, well, that’s not for me. (Faculty Participant,
2017)

Honouring the unique perspectives and deeper commitment mature students
bring to the table. Contributions from participants were frequent. In one instance, participants
shared that non-traditional students bring rich and diverse opportunities and contributions to a
class, which could be used in their personal lives differently than direct-from-high-school
students could. This was described as respect for students’ backgrounds and experiences. This
respect extended to a mutual understanding of the strength required to overcome obstacles and
return to school. As shared by one of the faculty participants:
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It’s interesting that the first two stages, you know, we’re talking about that connection
piece. The underlying piece of the connection piece is the student’s connection to why
this is important and why this [is] something of value to me. In the context of the nontraditional student, things are somewhat different by times because there’s different
pressures and different realities. (Faculty Participant, 2017)

Two faculty participants raised how important personal connections are for nontraditional students. This was described as a sort of glue which helps them along the way,
especially at the start of a course or program. Participants reflected that these connections might
not be enough to get the student to graduation, but they were very helpful during trying times.
Interestingly, faculty also shared that because these students tended to return to school with a
more focused approach, they displayed signs of learning transference very clearly. During this
conversation one faculty participant added that this could be because these students were
traditionally more anxious about not learning. As put by one participant:

And it’s almost a relief when you see them. They’ll be like “Oh, this all makes sense”. I
am doing the right thing. It was worth it. So, for them, when they make that connection to
the material, sometimes what I see in them is relief, a different kind of satisfaction. It is
not an “I get it because now I’ll be able to pass it on a test, but now I understand why I
am here.” (Faculty Participant, 2017)

The following excerpts presented interesting perspectives:
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I love all different ages. Oh yeah, I don’t mind it at all. I think non-traditional students
may be a bit uncomfortable at first from what I gather because they are not sure how I
feel. Maybe some student training? (Faculty Participant, 2017)

I had students just today talk about the desire for the complete cycle. Like how they
really wanted to be invested and see something at the end of the day or the end of two
years that sums up everything up and makes it their own. We got to talking about that just
today. So yeah, versus chopping everything up into bits and pieces, our program is the
same way. That’s our masterpiece. That’s their chance to get out and make it their own.
(Faculty Participant, 2017)

This finding was interesting because training for student success, no matter the
demographic, would be an innovative activity for the institution. This could be accomplished in
many ways. With greater focus on expectations and strategies for personal success aligned with
both teacher-training initiatives and program success, the learning journey for the student can be
better supported.
Validation of Interpretive Findings
I incorporated several strategies to ensure participants were aware of the status of their
contributions and interpretations. First, the online journals kept by faculty participants, based on
their meetings with assigned student partners (and the one journal for the faculty member who
did not have an assigned student partner), remained accessible to both the particular faculty
members and myself, throughout our time together. I monitored the contributions faculty made
and, in a number of instances, communicated with individual faculty members in our shared
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online space. These communications included clarification-type messages and notes of
encouragement.
Second, I began each workshop with a review of the previous workshop experience. By
discussing the transcript along with my initial consideration, I gained confidence in capturing
faithful reflections of what participants intended to say. During these workshops, faculty often
built upon a topic or naturally led into the next topic. While transcribing, I also reached out to
participants via phone calls and emails when I required clarification in order to move forward.
Transcriptions were also forwarded to the participants, giving them the opportunity to review
each document and add points of clarification.
In the final workshop, where all participants came together as a group, I presented my
initial findings based on the analysis of the transcripts. By returning to the participants in this
manner, I was able to set the stage for further analyses. At all times, the faculty and student
participants were aware I was close by to offer support, clarification, and advice. Throughout our
time together, the full participant group was highly communicative and accessible. This helped
ensure information shared back and forth during our time together was accurate.
The applied and action-orientated approach to this phenomenological investigation is
rooted in the moments for which data were captured. Validity is aligned with these moments and
is accepted until new life-world investigations can shed new light on the subject. In doing so,
opportunities to build upon the results of this study can become a stage for further investigation
into the learning lives of students and teachers at HC and beyond.
Personal Reflections: Findings Based on the Researcher’s Journal
During the recruitment, data collection, and analysis phases, I kept an online journal. The
purpose of this exercise was to provide an opportunity for personal reflection as the study
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unfolded. This space served as a place for me to consider how I felt as participants moved
forward with their contributions. By journaling, I was able to practice bracketing, that is,
identifying my position in the study and governing myself accordingly. I also used this space to
organize my initial interpretations leading to calls for action for HC. Below is a summary of my
journaling experience.
As a community college faculty member, curriculum consultant, program designer, and
departmental manager, I have been fortunate to interact with post-secondary faculty and students,
both nationally and internationally. Not only have these experiences shaped my identity as an
educator, they have also challenged me to consider learning from the perspectives of others. For
example, by examining teaching and learning perspectives with international faculty, I have
learned that trepidation can be extremely complex for newcomers, as they consider an
educational path. I have also learned that when incongruence exists regarding the purpose of
education among students, faculty, and the institution, communication challenges can often
worsen troublesome situations between students and teachers.
The seeds for this investigation were sown after a personal experience during one of my
graduate classes forever changed me. As students, we were scheduled to lead individual
quantitative coursework presentations. An international student made the decision to focus less
on course-specific findings and more on her experience in coming to a new country and school. I
was both mesmerized and heartbroken to hear of the fear, uncertainty, and confusion she felt as a
newcomer to Canada. As she described not understanding the excitement for the Canadian
Thanksgiving long weekend and not being able to navigate all the information provided by the
institution, a deep sense of loneliness was conveyed. I, along with a number of other students in
the class, were simply dumbfounded by her raw honesty while sharing. This experience
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confirmed in me how important it would be to learn more from the voices of those living their
education.
The recruitment phase for this study was challenging. I originally believed there would be
several faculty members and students who would want to participate. That was not the case. It
took multiple recruitment messages to produce 11 participants. Although I was initially
disappointed with this result, the group that emerged consisted of individuals who sincerely
wanted to participate, were passionate about the process, and were prepared to share their stories.
When I mapped our communication framework, it became apparent that the research design
aligned in a creative and meaningful way to the methodology component of the dissertation
itself.
As a part of this framework, I used technology to my advantage by providing online
journaling spaces, meeting schedule software, and the opportunity for video conferencing, when
required. This strategy worked well. I believe a large part of this success was because the
research design respected the complex lives led by the student and faculty participants. I was
able to maximize their time and not present data collection as a burden. As we worked together,
faculty commented on how interesting this study was. Participants also shared how they did not
have much of an opportunity to talk about their worlds in the manner which I had enabled them
to do so. Thus, this was an energizing experience for them. I was excited to hear that they
thought this study was well thought out and provided an excellent platform to talk about teaching
and learning in a changing community college in a safe environment.
As we began this journey, I maintained awareness of my position as the researcher.
During the introductory sessions, I found it easy to manage my perspectives and opinions. I was
able to identify when I found myself thinking about my own job or how I would answer a
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question. At the outset, I wondered if this would become more difficult. As our time moved
forward, trust was built, comfort grew, and participant contributions became more frequent and
intense. I found that it did become more of a challenge to bracket my own opinions. For
example, I reflected on two occasions when I did add my opinion when institutional operations
were being discussed. It was during times such as these that I learned how it might be unrealistic
to think that full impartiality could be maintained at all times. In doing so, I learned that my own
increased levels of anxiety, sitting forward in my chair, excessive nodding, and even a frown
were signals of which I needed to be aware.
I did, though, find it easier than originally expected to be non-judgmental regarding the
contributions and actions of participants. I believe this was the case because of the great respect I
have for all students and staff at HC. In my role as a Program Manager, I interact with many
students and staff who face challenges. My open-mindedness and ability to display empathy
were important as I worked with the group.
As the faculty participants became more comfortable with the process, I observed how
powerful their experiences were. They spoke freely and developed relationships with each other.
I was impressed by the quality of their contributions and the new perspectives each participant
shared. Although we were getting started as a research community, excellent data were offered. I
was also pleased to learn how excited the faculty participants were to be assigned a student
partner whom they had never met. In fact, a number of teachers reported how much they enjoyed
working with their student partners during the semester. Additionally, one faculty member
reported enjoyment in getting to know a fellow faculty member better. In the past, they would
have only nodded a hello as their paths crossed. Even after the study, these two faculty members
shared deeper conversations. New levels of friendships have developed because of this study.
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Interestingly, as this process unfolded, one faculty participant connected with me about
the level of detail her student partner went into during their first meeting. It was obvious this
student was struggling with a number of academic issues in her program. She did not feel
comfortable taking these concerns to her instructor. The faculty participant decided to break
away from her role as research participant and shared the avenues available to the student in
regard to communicating concerns to the right parties. I noticed two things from this. First, more
work might be required in relation to stage 1 of McCarthy’s learning cycle. While I share more
of this in the analysis section, I must note that connecting with teachers is more than a surface
activity which occurs as courses advance. The connection quadrant supports an environment in
which students believe in learning for personal reasons. Although teachers have a great deal to
do with creating an engaging learning environment, personal connection to and value for the
learning rests with the student.
I noticed how frequently the faculty conversations included the language and concepts
McCarthy refers to in the stages of her learning cycle. It was interesting to observe how
participants did not know that they had been living many elements of this experiential learning
model as teachers at HC. One faculty member described how his vision of program development
intuitively matched the work of McCarthy when he was first hired to design a program. This
individual also shared that he could see how the stages of the model were incorporated at both
the program and course levels. I found it interesting that he could see the connections at both
macro and micro levels when developing curriculum. Additionally, other participants shared, in
their unique ways, the powerful moments when students owned and personalized their learning.
I was interested to hear their perspectives when teachers shared their belief in a difference
between younger adults and older adults. To assume all non-traditional students can be grouped
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together as adult learners seemed presumptuous to some. I believe this is another area of postsecondary education requiring deeper exploration. Might there be the opportunity for focused
faculty training or support for the emergence of a professional learning community in this area?
The commitment of the teachers to the online journals impressed me. The participants
took this component of the data collection process seriously. In fact, much was shared with how
valuable the experience of meeting with students was. The teachers and students developed
respectful relationships and I am confident the participants learned from each other. In addition
to the value added to this study, I believe the participants grew as both teachers and students. The
faculty reflections provided solid summaries of how the student partners were living through the
stages of McCarthy’s learning cycle at HC. Although I knew the faculty participants through
work, it was nonetheless enlightening to read their reflections. I learned more about faculty
perspectives in ways I had never considered. For example, one individual considered adult
learning and institutional vision much more deeply than I had ever imagined. In fact, I learned
this participant had a keenly developed sense of “place” as a teacher. He made pointed
observations regarding the “non-traditional” student population at HC. This included an
awareness that an educational program was only one element of a non-traditional student’s life.
This individual understood he was a part of the journey to employment, supporting a family in
another country, and the creation of self-confidence. This demonstrated how important it was to
qualitatively study the learning lives of students.
Throughout our time together as a research community, participants freely shared
opinions of and opportunities for quality teaching and learning at HC. Much of this had to do
with the existing connection of teaching and learning at HC to the experiential learning model. I
observed, as the group moved into a deeper understanding of the experiential model, stronger
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connections were made to a full learning journey. It was interesting when participants shared that
McCarthy’s model should be implemented at both the course and program levels. This
demonstrated awareness of how the model can be used to inform the full student life cycle in an
institution. It also demonstrated the understanding that instructional design activities can be used
to incorporate the vison for learning at the course, program, departmental, and institutional
levels. One of the faculty participants also shared that the model should be integrated into the
marketing activities of the institution. These ideas confirmed the value of this study to
administrators involved in program operations, design, and promotion at HC. As a researcher, I
had never considered how a vision for experiential learning might be integrated into
administrative offices at HC.
Clearly, both students and teachers would benefit from in-service training based on the
model and the different ways teachers and students regard college education. It was shared that
not enough focus was given to the professional development of new teachers at HC. Seasoned
teachers also require support, because their perceptions of learning change over time and, in the
case of an institution such as HC, the student composition in classrooms rapidly changes.
Participants also stated that students would benefit from some training. By helping students
understand the value of authentically connecting with their teachers, they are better equipped to
deal with challenges and seek support. This is especially true in a community college with a
growing population of part-time students, career changers, international students, and credential
finishers.
The importance of trust between faculty and students was another frequently discussed
topic. Students shared the need to trust faculty, so they could be comfortable in the learning
environment. For example, the concept of trust surfaced in each stage of the experiential learning
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cycle. In the first stage where faculty and students connected significantly with each other, there
was a cautionary tone about getting too close to teachers. In the second stage, it was shared that
observing expert teachers helped to build trust. This trust was challenged when teachers were
nervous or ill prepared for class.
Participants shared that others would benefit from HC sharing its vision of learning
overtly before a student arrived at the institution. This could be accomplished in many ways and
would help students prepare for their journey. This revelation is important because with a
changing student population at HC, goals and plans for students are more diverse.
One of the most prominent messages conveyed by the faculty and student participants
was the need to develop a culture where other teachers and students can talk about the experience
of teaching and learning at HC. The faculty participants were energized by the opportunity to
talk openly about their personal passion working with adult learners. They are proud of their
institution and individual programs but wanted more opportunities to talk about their craft with
colleagues, from a global perspective. Coincidentally, the student participants shared this same
desire. They believed their voices were important and needed to be heard more at the institution.
This message is important especially when acknowledging the gifts non-traditional students
bring to the classroom and the fact that McCarthy’s model clearly identifies how students take a
lead in the learning process and teachers celebrate new learning in others. I remain confident this
study can be used to direct a vision of post-secondary learning.
The students and faculty who journeyed with me spoke with passion and honesty. They
courageously want others to consider how they have lived their college experience. The group
was not shy about discussing what “could be” in post-secondary education. In the next chapter,
five calls for action are presented. Connected to the research question, these bold
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recommendations focus on new opportunities for and benefits of applying an experiential
learning cycle into a changing community college environment.
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Chapter Five: Critical Insights, Future Possibilities, and Promises
As a result of the passion and honesty brought forward by the participants, the findings
have confirmed a need for change in the community college environment. As a seasoned postsecondary educator, I view this as an opportunity to support students and faculty in new ways.
This is important because, with a changing student population in Canadian community colleges
(Glauser, 2018), I propose that different strategies are required to foster student success which, in
turn, will support long-term institutional sustainability.
This chapter provides such insight. After considering a response to the research question,
readers will explore five targeted calls for action, which, if implemented at Holland College
(HC), would take the teaching and learning experience to new heights as faculty and
administrators look to the future of the institution. Additionally, I have also offered readers a
personal account of my journey as an industry professional, teacher, administrator, and leader.
This is important because this study has changed how I view students and faculty at HC.
Response to the Research Question
The research question for this study was, “To what extent can an experiential learning
cycle inform a deeper understanding of teaching and learning for faculty and students in a
changing Canadian post-secondary education environment?” To address this, analyses were
undertaken by integrating interpretive findings across the four stages of an experiential learning
cycle based on strategically-designed semi-structured interview questions. In doing so, a story
emerged based on participant contributions which challenge and inform the current reality of
teaching and learning at a small Canadian community college.
I was curious to examine how well an established experiential learning model connected
to the lives of non-traditional students at HC. Based on the realities of the changing student
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population in the Canadian community college environment (Canadian Education Association,
2013; Kerr, 2011), this was an important first step towards advancing the integration of the
model beyond McCarthy’s publication focusing on millennial students (McCarthy, 2012).
Overarching responses to the research question are organized into three theme-connected content
areas consisting of a) Practical Institutional Implementation, b) Participants’ Connections to their
Own Learning Lives, and c) Depth of Integration to Support Personal Ownership of Learning.
These themes support five calls for action which can be implemented by the institution. Last, an
account of my journey as designer and leader of this study provides personal context for the
recommendations being proposed.
Practical institutional implementation. During our time together, participants
connected elements of the learning model to personal experiences, instructional design, remedial
supports, in-service training, institutional marketing, and improved communication between
teachers and students. This was important in determining the extent to which the model could
help others understand the teaching and learning dynamic since all these elements are
interrelated. Participants voiced how, based on their experiences, HC could grow to better
support the needs of non-traditional students by integrating the model into many of these
activities. For example, instructional designers might wish to integrate more opportunities for
personalized student learning as opposed to only the skills required for the traditional industries
associated with a program. Additionally, remedial support systems could be designed around the
experiential learning cycle. Students could journey through this experience when addressing
academic challenges. These institutional strategies could be validated from the perspective of
students truly owning personal learning. This is especially true of Canadian community colleges
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dedicated to exploring the impacts of growing populations of international students, part-time
learners, and credential finishers.
In applying a learning model across the full student life cycle (i.e., from thinking about
attending HC to graduating), the learning journey of students could be re-visioned with more
consistency throughout the institution as the student population changes. In doing so, the culture
of the institution could become more focused. All staff would have the opportunity to move their
departments forward in a cohesive, strategic manner. I am committed to the powerful, lifechanging opportunities that exist by integrating McCarthy’s work into the rapidly changing
Canadian community college environment. In a powerful way, a faculty member who teaches in
a science and technology-based program offered the following thought in relation to the future of
student satisfaction at HC:
I think retention and attrition of students is an ongoing issue. We often look at just the
academic piece in deciding what we can do to support learners, but I think a lot of the
focus of this is some of those other things, the connections, and those moments that you
can impact a student and maybe support them in different ways. It’s broader than just
looking at academic outcomes and looking at all of those relational pieces and all of that.
There is a whole other dynamic to how we can support students aside from the academic
piece. (Faculty Participant, 2017)

Participants’ connections to their own learning lives. The desire to more deeply
understand learning within a changing community college environment was confirmed by the
participants in this study. The faculty and students embraced the model and found it nonthreatening. They also commented that it aligned with previous learning each had experienced.
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In fact, the natural journey of learning resulting in students owning new knowledge delivered a
powerful message in itself. Due to the common-sense approach of the model, participants were
able to articulate how it fit within their lives. One faculty participant commented on how the
model matched the approach he took when he led the design phase for a new program at HC.
Although he did not know McCarthy’s model at the time, as an educator, he connected with the
journey of learning experienced by students and teachers. Another faculty participant shared how
important it is to celebrate new learning in students and let them be the experts. One of the
student participants shared how the model provides clarity regarding the feelings associated with
success and failure when learning something new. These examples showcase the deep levels of
personal acceptance of McCarthy’s learning model by the participants. By examining the model
in comparison to the learning lives of others, clarity surrounding the learning journey was
uncovered and shared.
Depth of integration to support personal ownership of learning. It is important
to provide students with ways to examine and reflect upon their learning (Silberman, 2006). In
doing so, ownership of learning becomes meaningful and influential to that individual (Helyer,
2015). McCarthy’s model enables faculty and students to reflect deeply and personally on their
learning, substantiating the fact that individuals can discover a language that subsequently allows
them to articulate personal views of their learning lives. By creating this environment,
individuals learn about themselves as learners and understand others in a more comprehensive
and empathetic manner.
Due to the simple yet simultaneously profound insights provided by the 4MAT model
and its applicability across the learning continuum, participants experienced that the impact of an
experiential learning cycle is new personal learning. This form of learning stretches far beyond
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memorization and regurgitating information for a test. Participants connected to the fact that
McCarthy’s model reaches to the heart of learning for the individual. By making this connection,
individuals have the opportunity to integrate the model and experiential learning journey into
their lives in personal ways.
Both students and teachers have the opportunity to consider their position in each of the
four stages of the model. They are invited intuitively to consider how they move across the
continuums of reflecting/acting and conceptualizing/experiencing. In doing so, they can live the
experience of moving through the learning process, where the comfortable and not-socomfortable aspects of learning can be identified. Individuals can then be challenged to seek
support and to grow in the areas requiring development. In the process, a comprehensive
awareness of learning emerges.
To summarize, McCarthy’s experiential learning model can significantly inform
administrators, faculty, and students as they strive to understand and experience learning in a
changing community college environment. Using the model, perspectives surrounding
collaborative learning and teacher-student power dynamics can be identified and examined
(Craven, 1980). Additionally, a clear path is presented towards the goal of students taking
personal ownership for their new learning. Integrating the learning model with non-traditional
students in a community college is a practical next step for the research led by McCarthy. By
understanding learning within this growing student population more deeply, calls for action by
students and faculty can be better understood in areas of institutional operations and student
learning. Acknowledging the above themes are intended to provide a general response to the
research question, readers will next examine a series of bold recommendations, or calls for
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action, which support further integration of McCarthy’s experiential learning cycle at Holland
College.
Interacting with Community College Students in Different Ways: Five Calls for Action
Supported by the findings presented in Chapter Four, five calls for action are presented
below. These serve as concrete opportunities for HC to re-cast the teaching and learning
dynamic, so it better acknowledges the changing student demographic as opposed to forcing
those who experience their education differently to fit previous structures and systems.
Furthermore, by “calling for action” this investigation moves from a situational interpretive
research paradigm to a practical, action research in its truest sense. These action-orientated
recommendations support the applied, institutional position of this study and provide direction as
to how an experiential learning cycle can inform a deeper understanding of teaching and learning
for faculty and students in a changing Canadian post-secondary education environment.
Call for Action One: The Next Opportunity for the Experiential Learning Model
As shown through the review of the literature, McCarthy’s experiential learning cycle has
been integrated into numerous educational and workplace environments (Bower, 2013; Kelly,
1990; Shaughnessy, 2013; Zanetich, 2009). This demonstrates the longstanding, broad
applicability and strength of the model with students in primary, secondary, and post-secondary
environments, along with workers in private enterprise. Additionally, noting McCarthy’s latest
publication focused on integrating her model with millennial learners (McCarthy, 2012), an
opportunity exists to incorporate the model with those being categorized as international
learners, career changers, degree finishers, and mature college returners. This is important
because the 1.7 million students attending Canadian universities in 2018 (Universities Canada,
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2018) are represented significantly by these groups of students. Additionally, 56% of students
who participated in a graduating university student survey experience confirmed they benefit
from experiential learning (Canadian University Survey Consortium, 2018).
Holland College is fast approaching a threshold of 20% of the total student body being
represented by international students. This is uncharted territory for the institution. As well, the
institution is categorizing students as either a) full-time (3 or more courses), b) full-load,
(registered in all courses for a program), or c) part-time (less than three registered courses).
These factors demonstrate awareness that the student population is changing and attention is
required.
This study presents an excellent opportunity to integrate the learning model with a new
population of post-secondary students. In turn, a new contribution to adult learning in Canada
can be made. This is as logical next step for McCarthy’s model which will help integrate
experiential learning into the current realities of teaching and learning at HC. In fact, new
nuances within the four stages of the model may emerge based on the voices and past
experiences of these students. This can be accomplished in a number of ways. For example,
focus can be placed on working more directly with international students at HC. Such an
extension to current efforts could be accomplished by including an experiential learning
workshop during international recruitment initiatives. Moreover, further study regarding the
learning journeys of international students while they are on campus can be launched in
partnership with the leadership team in the HC International Office. Furthermore, targeted
studies could also be launched with newcomers to Canada enrolled in language training
programs and career changers in daytime programs. Thus, the research question of understanding
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how an experiential learning model can be used to better understand teaching and learning, can
live on beyond the scope of this study.
Call for Action Two: Link Experiential Learning with College Administrators
Participants frequently connected to the fact that faculty and students are the front-line
stakeholders in the learning journey at HC. Leaders and administrators are important, but they
are not in the classroom. I believe that much can be accomplished by helping administrators who
do not teach understand the complexity, fear, and celebration that accompanies new learning
among both teachers and students. In fact, this study has presented an opportunity to consider
new ways to offer curriculum and work with students who bring different perspective to class
because of their past experiences as mature learners. This comprised a significant component of
this study and why I wanted to examine how an experiential learning model could be used to
inform teaching and learning with a changing community college demographic. To support this
notion, the story of a new campus being opened by Kwantlen Polytechnic University in Surrey,
British Columbia is compelling. The campus is housed on five floors of a new hotel. Focus is
being placed on new ways of teaching and learning, along with non-traditional academic hours
for individuals who are experiencing or require a career change (Reid, 2018). Additionally, a
career development summit for post-secondary managers in Hockley Valley, Ontario has been
planned. The event brings like-minded individuals together to examine connectivity between
experiential learning, career confidence, and academic success (Brainstorm Strategy Group,
2018). Such emerging models, when combined with the results of this study, can lead innovation
in program and course design at HC.
By training administrators in departments such as Admissions, International Office,
Programs, Quality Management, and Recruitment, new opportunities to study the changing
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student demographic at HC will emerge. Staff in these departments could integrate elements of
the experiential learning model into their work within the student life cycle. For example,
recruiters would be able to concisely describe the journey of learning to prospective students
when they visit high schools and attend recruitment fairs. Those who are responsible for
marketing HC could integrate the benefits of deep, personalized learning for students in both
print and digital promotional materials. Hence, a more consistent and holistic picture can be
presented for students before they arrive at Holland College.
By creating a culture whereby administrators more deeply understand learning and
teaching, data could be captured regarding the movement of non-traditional students through
part-time to full-time status or between continuing education and more traditional program
pathways. Thus, better awareness of the anxiety and excitement students feel could be developed
in administrators. Moreover, administrators at HC could then share new perspectives when
creating policies supporting the growing demographic of non-traditional students.
Last, administrators would be able to improve cross-departmental data collection
regarding teaching and learning. This would lead to a more focused, institution-wide connection
between an experiential learning model and the long-standing philosophy of competency-based
education at HC. Considering the challenges that emerge when departments work independently
with little awareness of the effects on other departments, a common vision would set the stage to
support the long-term sustainability of HC. This is a challenging opportunity that requires
significant levels of acceptance across the institution. Although the paths of students and senior
administrators do not always cross, their interactions and awareness of each other impact the
culture of the institution (Academica, 2018).
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Call for Action Three: An End to Labelling Students
The students who participated in this study came forth because they were passionate
about their learning and HC. These mature learners, along with the teachers who participated in
the study, were intrigued by McCarthy’s experiential learning model. They wanted to
communicate and explore the differences in their learning lives compared to students attending
college classes as direct-from-high-school graduates.
The student participants clearly communicated that the term “non-traditional” did not feel
right. For example, the “non” component of the term made them feel like outsiders because of
the negative connotation of the word. I can attest this is not the case at HC; nonetheless, it is
important to listen to the feedback provided. In fact, one student participant wondered if nontraditional students should really be considered the new-traditional student, since the
demographic is changing so quickly. This thinking is aligned with the fact that post-secondary
institutions are responding to the needs of a diversifying student population (Glauser, 2018). The
term “new-traditional” relates to adult learners who are cost-conscious and seek convenience in
their studies. These students are also career orientated and may require increased levels of
administrative support (Fireng, 2016).
I propose to end labelling of students, because all students, no matter their life
experiences, have gifts to offer their institution. By refraining from labelling students, potentially
negative feelings associated with being categorized would be addressed for direct-from-highschool students as well. Simply put, if who we consider to be non-traditional students are the
new traditional students, what is to become of students coming to HC directly from high school?
Would a student graduating from high school soon start to feel the same negative feelings some
adults feel? For this reason, I challenge educators to think of all students simply as learners. This
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can be accomplished by creating a culture of respecting and listening to the situational realities
learners bring to their educational journeys. Doing so might challenge current systems of
grouping students, but looking to the future could lead to innovative ways of addressing
departmental budgets, course registrations, and remedial supports.
Call for Action Four: Grow Faculty Awareness of Experiential Learning
Through the Model
It is important to note that participants wanted to keep their experience with the study
going. The group confirmed that talking about their learning and profession in such a natural way
was both refreshing and empowering. For example, one student participant shared that she never
had the chance to actually sit with her teachers and share aspects of her learning life.
Additionally, another student asked if the study could be extended so that they could come back
together in the future. I interpreted these as indicators that the experiential learning model
created an environment where honest consideration of teaching and learning in a changing
community college was occurring, thus, informing the research question. Therefore, a thoroughly
planned series of faculty and administrative in-service workshops can be launched to share ways
of engaging new-traditional students in creative and critical reflection on the rich experiences
they bring to college. These sessions would culminate with collaborative engagement focusing
on new ways to celebrate student integration of all they have learned, and taught, as college
students.
Participants described how their learning lives as adult educators and new traditional
students existed in each stage of McCarthy’s model. They were accepting of how the journey of
learning was captured within the model and organized through the positions of both the teachers
and students. Feedback was provided by participants as to the simplicity of the model’s design.
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In fact, participants shared that the teaching and learning dynamics at HC fit the model nicely as
we explored types of learners and teachers and the journey of learning. Participants advised that
the work of McCarthy could be used to increase the value students associate with their
experience at college.
Although participants personally connected with the model, gaps were identified that
require additional attention to move the model forward. For example, the connectivity between
teachers and students in the first stage of the model focused mostly on surface-level connections.
Certainly, it is important to learn students’ names and acknowledge the varied backgrounds from
which they come but this is not enough. Participants shared that deeper connections, such as
learning more about their backgrounds or past attempts at education, are also important. The
second and third stages of the model were the most understood by participants. The dynamics of
students and teachers collaboratively interacting with content was a strength. Additionally,
participants were passionate about the opportunity to tap into the unique gifts mature students
bring to class, including the fact that these students have previous educational and workplace
experiences. The students also bring cultural gifts from abroad and significant life histories.
Thus, the participants’ experiences can be used to anchor course curriculum for many students in
a class.
Celebrating learning was also clearly communicated by participants. To help the model
truly come alive in a community college such as HC, more time must be allocated to the fact that
when students learn something, that particular learning is not the same as what is known by the
teacher. The welcoming approach participants displayed for this reality contributed to the
opportunity to integrate McCarthy’s learning model to create memorable and individualized
learning for others. In doing so, the opportunity to uncover meaning from the learning lives of
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others continues. These realities demonstrate the need to offer both students and faculty
opportunities to learn about the experiential learning model and integrate it into their perceptions
of personalized learning. This call for action is strengthened through employment-focused,
industry-specific learning offered at HC.
New and experienced faculty members at HC would benefit from in-service training
focusing on McCarthy’s model. As a result, teacher efficacy and professional autonomy becomes
a lived opportunity for those who work with students. Faculty would move from fear of failure to
a willingness to try because they will be empowered to try things they learn (Schleicher, 2018).
This training would be an addition to the suite of professional development activities taking
place at HC. To do this, a course could be added to the existing Certificate in Adult Education
program offered by HC and the University of Prince Edward Island. The course could focus on
foundations of experiential learning with teachers and students journeying through the stages of
the model and exploring instructional design strategies. In addition to a full, certificate-level
course, smaller in-service sessions could be designed and integrated into existing professional
development schedules. These experiences could be integrated into professional learning
communities, which already exist at HC. By developing a course or professional development
initiative, teachers can work together to explore opportunities and develop a consistent language
to better support the diverse student populations in their classes.
Ultimately, students will benefit from targeted professional development initiatives for
both new and seasoned faculty. Teachers will grow professionally due to a stronger
understanding of experiential learning. Furthermore, they will better understand the dynamics of
when the students take the lead with their learning and the resulting pride from such an
experience.
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Call for Action Five: Create an Authentic Community of Teachers and Learners
It is not difficult to understand why participants shared that teachers and students do not
talk enough about adult learning. The participants in this study called for the creation of a culture
where teachers and students could share more dialogue with each other in a safe and casual
environment. This would take time to establish, but through perseverance and support, such a
culture shift could emerge at HC, resulting in mutually beneficial learning among new-traditional
students and community college teachers.
These conversations need to take place in homogenous groups of teachers and students as
well as blended groups. The energy around this opportunity was evident because the faculty
participants were comfortable with the uniqueness of the mature students with whom they
interacted. In fact, the gifts these particular students bring to the classroom need to be integrated
more into courses, programs, and overall college direction. To help others understand the value
of integrating McCarthy’s experiential learning model at HC, faculty and students should be
provided with the opportunity to discuss teaching and learning in an open and casual
environment. As confirmed by the findings, the participants valued the opportunity to talk as
teachers and students. They enjoyed growing their networks and being part of an activity aimed
at making their learning more personalized and memorable. On several occasions, participants
indicated this type of dialogue enabled important information to come out and get into the hands
of institutional decision makers.
The participants in this study were energized and inspired by conversing about their
experiences, goals, and motivations. They experienced the positive energy and growth that
emerges from a practitioner-led professional learning community (DuFour, 2004). They explored
teaching and learning through conversation aimed at understanding each other’s needs more
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deeply. In HC, this call for action could be launched at both the departmental and institutional
level.
I believe education helps others “walk the earth” better. As an adult educator, I see the
opportunity for students and teachers to talk more about learning as a significant occasion in
post-secondary education. I envision times students and teachers want to get together and talk
about learning. Noting that participants in this study shared how positive it was to make new
friends during our time together, I believe this could positively influence the culture of learning
and community citizenship at HC.
An institution such as HC could benefit from students and teachers conversing more
frequently through organized dialogues. Doing so will continue to inform the research question
for this study by extending the opportunity to observe how an experiential learning model can
impact teaching and learning within a changing community college. Challenges could be
addressed in a more casual manner when teachers and students gather to reflect on the
experiences of the other. The institution would benefit from listening to these conversations
because front-line (classroom) experiences could be better understood. Call for Action Five is
aligned with the growth of professional learning communities (PLCs) at HC. Staff would be
supported in meeting and exploring how experiential learning relates to students in personal
ways for the rest of their lives.
Summary
Although the findings and contributions are specific to the participants in this study, the
five calls for action are important. These bold recommendations can align teaching and learning
with a changing student population in ways so that greater consistency exists across the
institution. These calls for action have the potential to take communication to another level at HC
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and inform strategy implementation in new ways. Integrating these opportunities could result in
students feeling a greater sense of pride and ownership for their personal learning experiences
because they will view themselves as active stakeholders who have contributed to the ongoing
development of a program or course.
By advancing these opportunities, students, faculty, and administrators will experience a
common language, and more importantly, a common vision towards personalized student
learning in a world where 50% of all jobs in Canada will require a major skill shift in the next ten
years (RBC Royal Bank, 2018). Armed with a broader perspective from this study, readers might
see opportunities for applying this model within their particular work worlds. In addition to
integrating these five opportunities at HC, other administrators who read this study can build
upon these ideas in their respective schools.
Limitations of the Study
This study is situated within an interpretive process based on dialogue and reflection
provided by informants. As a researcher, I created an environment of trust. I facilitated
discussion and reflection so data emerged through the felt and recalled experiences of
participants. Likewise, I attempted to bracket assumptions and suspend pre-judgement as data
were offered, captured, and analyzed. This was not easy. In fact, it can be argued that full
objectivity can never be truly realized (Peshkin, 1988). This can be especially challenging when
undertaking an applied or institutional phenomenological investigation within the researcher’s
workplace. Disciplined subjectivity is the key (Favaro, 1982). In the case of this study, I am a
vested leader at HC and believe profoundly in the role of the institution. As a result, to be fully
distanced when participants shared challenges about the institution was difficult. I worked
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diligently to ensure any personal bias did not influence the interpretation, findings, and
implications.
Careful consideration should be given to the effects of this study, whose focus was on the
“locale-ness” of a small group of participants (Van Manen, 1984). The examination and
interpretation of the learning lives of the participants should be associated only with them.
Although this may seem to be a limitation, much learning occurred through seeking deeper
understanding from the participants. In turn, this learning could be the impetus for innovative
studies, conversations with others, or continued investigation into the learning lives of other HC
teachers and students.
While acknowledging this study was positioned within personally felt and experienced
lives of 11 participants, the study presented the findings and analysis through the researcher’s
narrative writing as opposed to separated, quantifiable data. The intention of this study was not
to outline what needs to be undertaken within all community college environments as
generalizable data. Furthermore, this study intended to provide context and tone for others to
consider as a support to their particular work environment. This is evidenced by how the feelings
and observations of the group were quite personal and were analyzed through a reflective and
interpretive process. Although some readers might assign less credibility to this study as a result,
these strategies are not considered limitations within the world of applied phenomenological
research. Admittedly, the subjectivity of this study could be brought into question, especially
because reliability and validity are not presented in the same manner as quantitative research. I
addressed this through a triangulated approach to data collection and, recognizing time
constraints for participants, an exhaustive interpretive process where points of saturation were
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identified when conducting analyses. In the end, reliability and validity were rigorously
achieved.
Recruitment for this study was a challenge because the participant uptake was lower than
anticipated. I had originally intended to interact with 11 faculty and 11 student participants.
During the recruitment phase, I needed to ask departmental assistants to resend the invitation
across their program divisions. It is not unreasonable to imagine that, for many staff and
students, adding a semester-long research project to an already busy academic year is simply not
realistic. The small sample size for this study created limitations with the findings which should
be taken with caution. This is because a study involving 11 participants is not enough to fully
guide decisions at an institution such as HC. After consulting my supervisors, we determined
moving forward with a smaller sample was satisfactory.
The student participants, who were not direct-from-high-school graduates, represented
credential finishers and career changers. There were no part-time or international students
involved in this study. I viewed this as a missed opportunity, but also a direction for further
investigation. The full-time student population at HC is comprised of approximately 15%
international students for the 2018 academic year. In striving to address the ongoing drop in local
and regional enrollments, HC would benefit from studying the effects of and supports for an
international student population of 20% or higher in future academic years.
Additionally, all of the student participants were female. This was not a design feature of
the study and was simply how the smaller than anticipated student sample unfolded. I did not
make analysis inferences based on gender. For future study at HC, focus on a more inclusive
participant sample would be desirable.
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Despite these limitations, participants were pleased that an opportunity was provided to
share their perceptions as adult learners. A sincere and intense effort was made to distill meaning
and understanding from their learning lives. As a result, the opportunity to continue learning
conversations with students and staff at HC exists.
A Personal Chronicle
As readers explore opportunities illuminated through this study, it is vital to acknowledge
how my growth as an industry professional and adult educator has been a part of this experience.
This is because researcher interests often emerge from one’s own experiential narratives
(Clandinin & Connelly, 2000). Thus, a personal chronicle is offered so that readers can
understand how my evolving identity as a chef, teacher, and academic supported the importance
of bringing forward the voices of participants in this study.
Many years ago, my career in the hospitality industry began with a decision to attend
community college in Toronto, ON. I did not make this decision because I knew what I wanted
to be after completing high school. Rather, I lacked the confidence to move to a new city and
attend university on my own. This fear influenced my decision to stay close to home and enroll
in a college program. Although I did not view a college education to be less than that of a
university, I recall thinking that if I did not like culinary school, I could at least complete a
credential in two years. In retrospect, this was one of the best decisions I ever made because it
was the start of a rewarding career as a professional chef. My journey as a culinarian led to a
career as an adult educator, post-secondary administrator, and educational researcher.
Years later, I decided to return to school and enrolled in a university program. Walking
through the parking lot, I recall being quite fearful of the unknown. I wondered if I was worthy
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of such an adventure. Reflecting on this journey, I believe I have experienced feelings of
apprehension, excitement, satisfaction, and desperation similar to what other non-traditional
students feel. I also believe my lived experiences as an industry professional, educator, and adult
learner, in some deep way, pushed me towards this study.
While interpreting findings from the workshops and journals, I could not help but be
inspired and energized. I often found myself questioning the purpose of adult education, the role
of a community college, program design decisions, and past faculty training initiatives. I
connected with the power and value of what might often be considered unimportant, benign
experiences of students and teachers. These observations forced me to consider my position as a
post-secondary leader who contributes to the direction of HC. In fact, similar feelings were
echoed by participants. For example, participants shared that enabling the voices of students and
teachers in ways they had not experienced was both unique and satisfying. This experience
empowered them to think about their professional development and place in a small community
college.
The participants involved in this study deserve recognition. Six faculty members and five
students came forward and volunteered their time because they care about HC. These individuals
are passionate about personalized and memorable learning. It was an honor to be invited into
their lives and facilitate research that examined the teaching and learning dynamics based on
their lived experiences. The teachers are invested as adult educators. They are learning-centered
professionals who want to be part of the lives of students. They believe that lives change because
of an experience at HC. I observed how quickly the faculty participants connected to the
experiential learning model, examining it within the context of their own professional practice. I
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also discovered how much the students felt empowered by the opportunity to share their voices
with an educational researcher and college-level teachers.
It was inspiring to learn the participants wanted to keep the process going. This desire to
remain engaged with like-minded individuals promoted energy, courage, passion, and growth
within our research-based professional learning community. As was often the case, days were
busy and there might have been little time dedicated to reflective practice. Nevertheless, genuine
interest in the experiential learning model was evident when it served as a voice to both students
and faculty. Much was accomplished because the participants valued the presence of others as
listeners.
In addition to important considerations regarding experiential learning for non-traditional
students in a changing community college, the applied and institutional nature of this study is
significant. It was personally important to design a study that could inform future opportunities
for HC and, potentially, other colleges in pragmatic ways. Conducting institutional research in
this manner helped me grow as a post-secondary educator, administrator, and leader. My
listening skills have developed, and my sense of inquiry has broadened. Based on this journey, I
am committed to forging learning paths for students in new ways. I see a niche opportunity to
increase administrators’ understanding of the moment when learning transfers to the students and
belongs to them in their own personalized manner. As well, I see the opportunity for an
institution to embrace and communicate a model for learning as institutional direction. In doing
so, curriculum is better represented as a journey of learning as opposed to a standard of learning
to be memorized and replicated.
This investigation was accomplished with the support of a diverse supervisory
committee. Patience and careful consideration were required because my supervisors brought
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different strengths to the process. Throughout this journey, I worked diligently to ensure this
reality remained a strength, as opposed to a limitation of the research design or barrier to
progress. The research design was strengthened because of the qualitative, quantitative, and
applied orientations to research provided by my supervisors. Based on this reality, a unique
contribution that focuses on the changing landscape of the Canadian community college student
demographic is offered.
The participants reminded me of what is important when attending school. Pride, selfconfidence, partnership, and personal, meaningful learning being truly owned by the students is
why I do what I do. This is timely because post-secondary administrators across the country are
considering how to best support the growth of the non-traditional student population in colleges
and universities. A study such as this brings the voices of front-line stakeholders, namely faculty
and students, to the forefront. We, as administrators, must listen carefully to their stories.
As a community college administrator, my awareness of the forces influencing academic
operations has been challenged in several ways. First, I learned the critical importance of
spending time to listen to students. Non-traditional students have much to offer based on their
past experiences in society. Their previous experiences from school or work in other countries
can be very informative for teachers and fellow classmates. Additional or new perspectives can
be uncovered if teachers and other students listened more. Utilizing best-practices within the
research community is certainly useful but integrating the voices of students is also important.
Second, I learned the challenge of raising awareness for an institutional-wide vision for
adult learning requires tireless promotion. This may even include the development of strategies
aimed at sharing such a vision before students arrive at the institution. Last, in relation to my
work as a post-secondary administrator, student satisfaction is of paramount importance. While
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balancing the realities of student retention, institutions such as HC help prepare students for the
world of work or to continue their studies. This is especially true during fiscally challenging
times. Increasing student satisfaction because we understand the forces within their lives could
reduce attrition, thus preserving forecasted budgets.
Connection to and acceptance of McCarthy’s learning model were felt early during our
time together as a research community. In fact, there existed a non-threatening willingness to
discuss and reflect upon the model. Participants were able to describe how their teaching and
learning experiences fit within each stage of the model and participated by using their own
vocabulary to describe their personal learning journeys. This was important because the group
learned through the words and stories shared by others. In turn, participants confirmed how much
they enjoyed learning new ways to describe the processes and theories connected to experiential
learning. At times, the importance of the model at both the program and individual course level
was discussed. To me, this indicated a growing level of expertise among the participants because
we did not focus on the strengths of the model as an abstract, instructional design strategy.
Through this experience, the power of personalized ownership of learning was confirmed
by a small group of faculty members and non-traditional students during a period of substantial
change in a community college. The learning lives of this group were full of important moments
that can be used to inform how we, as post-secondary leaders, foster or impede teaching and
learning for faculty and students. This became especially true as viewpoints based on previous
learning experiences, the pressures of returning to school, and facilitating classes with an
increasingly diverse population were compared to the past.
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Final Considerations
Launching a qualitative investigation aimed at uncovering meaning from the recollections
of their classroom experiences by a group of students and teachers, both before and with us at
HC, has proven important. The participants in this study engaged in honest and open dialogue,
which provided a window into their experiences at Holland College. No study has ever been
undertaken in this manner at HC. Thus, readers have been offered a glimpse into the lives of five
mature students taking on a new post-secondary challenge. Additionally, six teachers provided
insight into their own learning journeys with focus on ownership of new learning among
students.
Looking to the future, I take responsibility as an academic and post-secondary leader to
ensure this study informs future development at HC. I hope to nurture this small opportunity in
ways so that more teachers and students can contribute their voices beyond traditional
satisfaction surveys. To do so, I plan to share the positive story and results from this study with
my team at Holland College. I will accomplish this through the professional development
sessions in our departmental meetings. I plan to do the same with fellow Program Managers and
other leaders at HC. Setting the stage for a new narrative for all learners at HC will begin with
these conversations.
By integrating the 4MAT system at HC through formalized faculty in-service training,
professional development initiatives, and through the emerging culture of professional learning
communities, McCarthy’s learning model can move into a new era. This can be accomplished by
working closely with the changing student demographic at HC. For example, part-time learners
and credential finishers could illuminate dimensions of family responsibilities and extended
learning timelines. These dimensions are not currently addressed in the model. International
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students could bring the pressures they face as newcomers to Canada to inform stages of the
model in new ways. International students could also help advance the model by sharing
similarities and differences regarding their previous home-based learning experiences.
Ultimately, the learning lives of this changing student population at HC, and across Canada,
create an environment for McCarthy’s model to evolve.
Student reflexivity is crucial to advancing experiential learning theory at an institution
such as HC. As stated by Silberman (2006), experience is not the best teacher; reflected
experience is. At times, new-traditional students may exercise restraint regarding their reflective
practices. For example, international students may not want to open up about learning obstacles
as a means of protecting visas and study permits. Additionally, poor school experiences may
force some mature learners into silence. To support the advancement of experiential learning
theory in a changing community college, faculty and administrators must acknowledge and act
upon the potential trepidation felt within the changing community college population.
McCarthy’s model does not address this with new-traditional students. I therefore recommend
this awareness be included in the future application of the model.
I hope the readers of this study identify opportunities within their work worlds according
to this methodology, research design, or interpretive analysis strategy. I believe the blend of
online and face-to-face data collection methods created intrigue for participants. Details such as
teachers working with students whom they neither taught nor knew revealed a new and
energizing partnership strategy for both groups. These activities, established through an applied
(institutional) phenomenological orientation, could help extract meaning from administrators,
managers, faculty, and students at other post-secondary institutions through the long-standing
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professional network among Canadian community colleges. The stories and experiences specific
to these environments could be highlighted and inspire new investigations at other schools.
Overall, this experience celebrates how learning belongs to the individual. How students
acquire new, personalized knowledge is different from their teachers’ experiences. As faculty
and administrators work within the changing student demographic, it remains crucial to
remember teachers are instrumental in supporting the learning journeys of students but cannot
learn for them. Significantly, an experiential learning model brings this quip aptly to life: “Just
because you (the teacher) covered it, it does not mean students have uncovered it” (Silberman,
2006).
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Appendices
Appendix A: Invitation Letter for Faculty
January 9, 2017
As a PhD in Educational Studies candidate at The University of Prince Edward Island, I would like to
invite you to participate in my dissertation study. My research is aimed at uncovering a deeper
understanding of learning at Holland College through the lens of an experiential learning cycle during
times of change. To do so, up to ten (10) faculty will participate in six (6) workshops based on the stages
of this learning cycle. In addition to talking with me as a faculty group, you will have the opportunity to
talk with up to two (2) non-traditional students in your department. All participants will be invited to
participate in the 6th workshop to further examine emergent themes resulting from my qualitative analysis
of our discussions. In order to make an informed decision about whether you wish to be a part of this
research, please read this invitation carefully in order to understand the full scope of my study.
Purpose of the Study
The purpose of this study is to more deeply understand the learning lives of community college faculty
and non-traditional students during a time of reduced enrolment of traditional, secondary students in
Atlantic Canada. This reality is resulting in an increased volume of part-time students, career changers,
and international students in the classroom. My intention is to qualitatively analyze conversational data
provided by participants in relation to a natural learning cycle grounded in experiential learning theory. It
is anticipated the results of this study will help faculty and administrators better consider the needs of a
changing student population regarding teacher training programs, program development, and various
academic support services. The participant questions have been attached to this letter for you to consider
ahead of time. Specifically, I am seeking your views based on your experiences in the areas of making
personal connections, the delivery of expert content, allowing for practical tinkering, and celebrating the
integration of new content within the student.
What You Will Do in This Study, Where it Takes Place, and How Much Time it Will Take
Each workshop will last for approximately two (2) hours. We will meet at a convenient location and time
between December, 2016 and March, 2017. I have attached the questions I will be asking during each
workshop. Please feel free to review them ahead of time if you wish. Participants are not required to
answer any question(s) which make them feel uncomfortable in any way. I will ensure time will be
provided for a break during the session. You will be provided with a digital, anonymized transcript of
each workshop so that accuracy of the discussion can be confirmed. You will also be provided with
questions to ask of two (2) non-traditional students in your department. There will be four conversations
in total. Each will take no more than one hour. You will then be required to summarize your thoughts
based on these conversations in an electronic journal. This journal will only be accessible by yourself and
me. To identify students who may wish to participate, you will be provided with an Invitation Letter and
Informed Consent Form to provide in advance. After my analysis, we will meet as a full participant group
for the 6th and final workshop to review my findings. At this time, you will have the opportunity to
provide feedback which will in turn create a deeper sense of understanding for me as the dissertation
author.
Withdrawal from the Study
Participation within this study is completely voluntary. You may withdraw at any time from this study. If
this happens, all interview materials specific to your contributions will be destroyed.
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Possible Risks and Benefits
There are no known risks or direct, personal benefits to me associated with participating in this
dissertation study. However, information contributed by you may be useful to others as they consider
strategies aimed at improving learning opportunities for groups such as international students, part-time
students, and career changers. The information you provide may be included in my dissertation and future
academic journal submissions or conference presentations. All attempts to ensure your anonymity will be
made through the use pseudonyms which will replace your name. No other personal information such as
dates, email addresses, etc. will be included in my dissertation or the activities listed above.
Confidentiality and Storage of Data
I will record each workshop experience using a digital voice recorder and will then have the digital file
transcribed using word processing software. Once uploaded to a qualitative coding software program, the
information will not be made available to anyone but me and my PhD supervisors. All data for this
dissertation will be kept in a locked filing cabinet and password secured personal computer off campus.
Data captured in the electronic journal will only be accessible by you and me. Five years after I defend
the dissertation all data will be destroyed. In any future report, your name and associated personal
information will not be used.
Reporting of Results
Respecting your confidentiality, I plan to have multiple conversations with my UPEI PhD supervisory
committee as to my progress with the data collection and analysis process. Your name, and other
identifying data, will not be used during any of these conversations. You will be contacted via email when
my dissertation is complete with information as to how it can be accessed.
Questions
This research has been approved by the UPEI and Holland College Research Ethics Boards (insert
Approval #s here). If you have any questions concerning this dissertation study or your participation,
please contact me at any time. I can be reached at tmcroberts@upei.ca. As my graduate study cosupervisors, you can also contact Drs. Basil Favaro at bfavaro@pei.symaptico.ca, Ron MacDonald at
rjmacdonald@upei.ca, and Ray Doiron at rdoiron@upei.ca.
Choosing to Participate
Enclosed are two copies of an Informed Consent Form for your consideration. If you decide to accept the
invitation to participate in this study, please sign and date both copies. One copy can be retained for your
files. The second copy can be returned to my attention.
Sincerely,
Tim McRoberts, PhD candidate
Faculty of Education, The University of Prince Edward Island
555 University Avenue
Charlottetown, PE.
C1A 4P3
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Appendix B: Informed Consent Form for Faculty

January 9, 2017
After reading the attached Invitation Letter with regard to my dissertation research, please review the
attached Informed Consent Form. If you agree to participate in this study, please sign and date the two
copies provided. One copy will be returned to me and one copy can be retained by you for your files. By
providing your consent you are confirming you have read the information provided for this study, are
aware of the purpose of the study and:
▪

Can ask questions regarding the study at any time. I can be reached at tmcroberts@upei.ca.

▪

Understand that the workshops will be audio-recorded and transcribed using word processing software.
This information will be kept in a locked filing cabinet and on a password protected personal computer.

▪

Understand you will receive an anonymized copy of the transcribed workshops. This will allow you to
check for accuracy and change any information you feel is important to clarify.

▪

Understand that the final workshop will include faculty and students so that we may review findings and
provide an opportunity for additional perspective.

▪

Understand that the electronic journal will not include any identifying information regarding students and
faculty. The journal will only be accessible by you and me.

▪

Understand that this study is in no way connected to courses or student responsibilities as learners at
Holland College.

▪

Understand you will be provided with information on how to access my completed dissertation.

▪

Agree to allow me to use quotations from the workshops. Your name and any information which may
identify you will not be used in any manner.

▪

Understand that I may re-contact you to seek your interest in participating in a future study.

▪

Can withdraw from the study at any time. If this takes place, all materials associated with your
contributions will be destroyed.

▪

Do not need to answer any question(s) which you feel uncomfortable answering during the workshops.

▪

Understand there no known risks or direct personal benefits associated with participating in this study.

▪

Understand that the information you provide will be confidential within the limits of the law.
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▪

Understand that you do not give up your legal rights and do not release me from my professional
responsibilities.

▪

Understand you can keep a copy of this signed and dated Informed Consent Form.

▪

Can contact the UPEI Research Ethics Board at either (902) 620–5104 or reb@upei.ca if you have any
concerns about this study.

____________________

_____________

__________________________

Signature of Participant

Date

E-mail Contact

____________________

_____________

__________________________

Signature of Researcher

Date

E-Mail Contact
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Appendix C: Invitation Letter for Students

January 9, 2017.
As a PhD in Educational Studies candidate at The University of Prince Edward Island, I would like to
invite you to participate in my dissertation study. My research is aimed at uncovering a deeper
understanding of learning at Holland College through the lens of an experiential learning cycle during
times of change. To do so, up to ten (10) faculty will participate in six (6) workshops based on the stages
of this learning cycle. Faculty will have the opportunity to talk with up to two (2) students who do
represent the 18-19 year old transitioning directly from high school demographic (part-time or
international students, career changers, and/or degree finishers) in their department. All faculty and
student participants will be invited to the 6th workshop to further examine emergent themes resulting
from my qualitative analysis of our discussions. In order to make an informed decision about whether you
wish to be a part of this research, please read this invitation carefully in order to understand the full scope
of my study.
Purpose of the Study
The purpose of this study is to more deeply understand the learning lives of community college faculty
and non-traditional students during a time of reduced enrolment of traditional, secondary students in
Atlantic Canada. This reality is resulting in increased numbers of part-time students, career changers, and
international students in the classroom. My intention is to qualitatively analyze feedback provided by
participants in relation to a natural learning cycle grounded in experiential learning theory. It is
anticipated the results of this study will help faculty and administrators better consider the needs of a
changing student population regarding teacher training programs, program development, and various
academic support services. The questions faculty will be asking you have been attached to this letter for
you to consider ahead of time. Specifically, I am seeking your views based on your experiences in the
areas of making personal connections, the delivery of expert content, allowing for practical tinkering, and
celebrating the integration of new content within the student.
What You Will Do in This Study, Where it Takes Place, and How Much Time it Will Take
You will have the opportunity to participate in conversations regarding your learning experiences with an
instructor on four occasions. The intent is to gather your perspectives based on the four stages of the
learning cycle. The instructors will be summarizing their findings in an electronic journal. To ensure
confidentiality, journal entries will be anonymized and only accessible by the faculty member and myself.
In addition to interacting with your instructor on four occasions, you are invited to participate in the final
workshop which will last approximately two (2) hours. This workshop will take place at a convenient
location and time in March of 2017. At any time, you are not required to answer any question(s) which
make you feel uncomfortable in any way. You will be provided with a digital, anonymized transcript of
the final workshop so that accuracy of the discussion can be confirmed.
Withdrawal from the Study
Participation within this study is completely voluntary. You may withdraw at any time from this study. If
this happens, all interview materials related to your contributions will be destroyed.
Possible Risks and Benefits
There are no known risks or direct, personal benefits to me associated with participating in this
dissertation study. Participation in this study is in no way connected to your courses at Holland College.
However, information contributed by you may be useful to others as they consider strategies aimed at
improving learning opportunities for groups such as international students, part-time students, and career
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changers. The information you provide may be included in my dissertation and future academic journal
submissions or conference presentations. All attempts to ensure your anonymity will be made through the
use pseudonyms which will replace your name. No other personal information such as dates, email
addresses, etc. will be included in my dissertation or the activities listed above.
Confidentiality and Storage of Data
Faculty will be summarizing their findings, based on their conversations with you, in an electronic
journal. To maximize confidentiality, journal entries will be anonymized and only accessible by your
instructor and myself. The questions asked by faculty have been crafted in such a manner as to ensure you
do not speak to specific interactions with your instructors. More specifically, you will be discussing your
reflections on your learning. Students are asked to refrain from naming faculty when meeting with
instructors. I will record the final workshop experience using a digital voice recorder and will then
transcribe the session using word processing software. Once uploaded to a qualitative coding software
program, the information will not be made available to anyone but me and my PhD supervisors. All data
for this dissertation will be kept in a locked filing cabinet and password secured personal computer off
campus. Five years after I defend the dissertation all data will be destroyed. In any future report, your
name and associated personal information will not be used.
Reporting of Results
Respecting your confidentiality, I plan to have multiple conversations with my UPEI PhD supervisory
committee as to my progress with the data collection and analysis process. Your name, and other
identifying data, will not be used during any of these conversations. You will be contacted via email when
my dissertation is complete with information as to how it can be accessed.
Questions
This research has been approved by the UPEI and Holland College Research Ethics Boards (insert
Approval #s here). If you have any questions concerning this dissertation study or your participation,
please contact me at any time. I can be reached at tmcroberts@upei.ca. As my graduate study cosupervisors, you can also contact Drs. Basil Favaro at bfavaro@pei.symaptico.ca, Ron MacDonald at
rjmacdonald@upei.ca, and Ray Doiron at rdoiron@upei.ca.
Choosing to Participate
Enclosed are two copies of an Informed Consent Form for your consideration. If you decide to accept the
invitation to participate in this study, please sign and date both copies. One copy can be retained for your
files. The second copy can be returned to your instructor for my files.
Sincerely,
Tim McRoberts, PhD candidate
Faculty of Education, The University of Prince Edward Island
555 University Avenue
Charlottetown, PE.
C1A 4P3
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Appendix D: Informed Consent Form for Students

January 9, 2017
After reading the attached Invitation Letter with regard to my dissertation research, please review the
attached Informed Consent Form. If you agree to participate in this study, please sign and date the two
copies provided. One copy will be returned to your teacher and one copy can be retained by you for your
files. By providing your consent you are confirming you have read the information provided for this
study, are aware of the purpose of the study and:
▪

Can ask questions regarding the study at any time. I can be reached at tmcroberts@upei.ca.

▪

Understand that the final workshop will include faculty and student participants. We will review my initial
findings which will provide an opportunity for additional perspective.

▪

Understand that the final workshop will be audio-recorded and transcribed using word processing software.
This information will be kept in a locked filing cabinet and on a password protected personal computer.

▪

Understand you will receive an anonymized copy of the transcribed experience where your contributions
were made. This will allow you to check for accuracy and change any information you feel is important to
clarify.

▪

Understand your conversations with faculty will be anonymized and captured in an electronic journal. Only
the teacher you speak with and I will have access to the journal.

▪

Understand that you will refrain from naming faculty when meeting with instructors and discussing your
learning experiences.

▪

Understand that this study is in no way connected to your courses or student responsibilities at Holland
College.

▪

Understand you will be provided with information on how to access my completed dissertation.

▪

Agree to allow me to use quotations from the workshop. Your name and any information which may
identify you will not be used in any manner.

▪

Can withdraw from the study at any time. If this takes place, all materials associated with your
contributions will be destroyed.

▪

Understand that I may re-contact you to seek your interest in participating in a future study.
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▪

Do not need to answer any question(s) which you feel uncomfortable answering during the conversation
with your teacher and our workshop.

▪

Understand there no known risks or direct personal benefits associated with participating in this study.

▪

Understand that the information you provide will be confidential within the limits of the law.

▪

Understand that you do not give up your legal rights and do not release me from my professional
responsibilities.

▪

Understand you can keep a copy of this signed and dated Informed Consent Form.

▪

Can contact the UPEI Research Ethics Board at either (902) 620–5104 or reb@upei.ca if you have any
concerns about this study.

____________________

______________

_____________________

Signature of Participant

Date

E-mail Contact

____________________

______________

_____________________

Signature of Researcher

Date

E-Mail Contact
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Appendix E: Sample Researcher/Faculty Workshop Transcript
Workshop 2 Transcription: Stage 1: Making Meaningful Connections
Location:
Room 15C, Holland College Charlottetown Centre
Date:
22/02/17 2:00 - 4:15 PM
SP1:
Researcher
SP2-6:
Faculty Participants
xxxxx:
Name removed to preserve anonymity
SP1: Okay. I tested it in the room, so that, just normal voice is loud enough for us, and we should
be fine to go. So, as promised, um, thanks everybody for making time for coming together today. As
outlined in the information package, we’re going to break down the stages now. Today is on stage
one, and my goal is to do as little talking as possible and to get you talking as much, ah, but we need
to put our conversation in context with the questions that you were given that we’ll talk about today.
So, to do that, I have a few slides that will help to describe stage one of McCarthy’s learning model.
So, this graphic really describes where we started to go with the introduction and where we’re
focusing with the introductory meeting that we had. Where I want to focus today is the first quadrant,
the red one. And remember in there, there is the left brain and right brain hemispherity, all those
kinds of things, but this is the meaningful connections piece. This is stage one of the cycle where
students actually make those personalized, meaningful connections, and I’m not even going to bother
with the two, three, and four quadrants because those are obviously the next workshops. So this is
where it all starts, and it’s linked to the experiential learning model that we spoke of before. So, what
the model speaks to quite a bit is making meaningful connections. This is all about the students and
try to keep this in context of the non-traditional student that you might be interacting with. The
career changer, the person who’s not coming from high school, the international student, the parttimer, all those kinds of individuals who aren’t: “I’m 19, just transitioning from high school, I’m ready
to go.” Um, so when we talk about meaningful connection, we’re talking about students. And when
we talk about connection for students, what we’re really talking about is that immediate opportunity
that a learning opportunity starts for a student. That’s what they mean by meaningful connection. The
learning opportunity it belongs to the student. It really is theirs. So, that’s where the whole process
starts from, and really, what ends up happening is this is when the student places personal value on
why. Why do I need to learn this? Why am I here today? Why am I even going to participate?
Whatever it is, a meaningful connection is made when the student starts to get answers to that
question. So, what I’m trying to do is to shift the learning cycle all over to their brains, right? Um,
what happens within meaningful connection is students become engaged and motivated all of a
sudden, but it’s very much their motivation and their engagement. You can kind of sense where
we’re, what we’re trying to talk about here, right? The student all of a sudden gets really into this
stuff. Ah, what it isn’t is it’s not the student being engaged because they have to be there, and you’re
going to take attendance. It’s a course in the program, and I have to pass this course to graduate.
None of those reasons are the motivators that we’re talking about here. Those are all external for the
student. Anything like you told me I had to be here, and I want you to see me as a good student, so
I’m here—all that kind of stuff, that’s not a meaningful connection. Those are very external. Ah,
meaningful connection is all about the student’s own personal sake. It’s all about them. And what’s
interesting that McCarthy talks about quite a bit is often times we don’t put enough thought or effort
into this. When we plan our sessions and we get curriculum ready for students, we don’t think about:
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how are we going to truly make that meaningful connection a very first thing that we’re going to work
on with students, so I think that that’s an interesting part of where her research has gone.
How can you make the meaningful connections? She talks about some best practices such as personal
stories, brainstorming, lots of why questions. Hey. How are you doing? Come on in. Sure. No, no that’s
okay. Um, asking students about their life experiences, having students journal and share, and any of
those actions that we learn to take that help a student make a personal connection to learning—those
are the kind of things that get invested up front, um, so that a student makes that meaningful
connection. What would exemplary practice look like? Um, it looks like strategies where students are
immersed in experiences that connect to their lives. And again, hopefully in your own mind, you’re
translating that to the students that you’re interacting with right now or the conversations you’re
going to have with your student participant, those kinds of things. It’s all about the student becoming
immersed in the activities that make connections to their lives. Um, if you can do things that help
students naturally ask themselves: Why? Why is this important to me? Why does this make a
difference to me? If you can be doing things that help students do that then you’re helping them
make those meaningful connections. And, if you can, ah, help students become excited about
establishing the possibilities of future learning, so if you can see that world coming to life at the
beginning of a learning experience, it’s a good investment for the student to be fulling connected to
the learning for the right reasons or for their reasons.
What does your brain want in stage one? So, if you think about the student, that student’s mind
wants to link to their own prior knowledge. That will help them make a meaningful connection. They
want to find meaning. If students can see meaning in what’s going on and value, that kind of stuff, if
they can personally connect to the start of the lesson or what’s going on, there’s an opportunity there
for them to make those, establish those connections. I love when McCarthy uses this terminology—
feeling, felt. The students want to feel that you’re there, that this is theirs. It belongs to them. That
connection with the learning manager or whoever they’re interacting with, there’s value to that. It’s
meaningful. So that’s really important. And then, of course, the brain wants to connect with those
memorable instances as you start off. What are those little jolts and those things that are, that would
stick in their mind as instances of an experience? So, in quadrant one, that’s what the brain is looking
for. And just to finish off, I, for me, how it all comes together is I don’t know how many times, as an
instructor, I’ve said something along those lines. You know, okay, we got to be quiet guys. We got a
lot to cover today. Like I can’t think of a worse way to help a student make a meaningful connection
other than please be quiet, we’ve got a lot to do. But we do it, you know, because we’re looking at the
pile that we have to get through. We’re looking at the storm days or whatever that stuff is, and you sit
there and you’re like, “Hm. Not so sure if that was really, ah, the best practice to go.” And I don’t
know if you’ve ever been there, but I’ve been there lots of times. So, you know, the last question I
would leave would be: How can I facilitate that process that will help students make those personal
connections? Does that help to describe stage one? Can you kind of see where we’re going? And that
context is where these first five questions have come from.
SP2:
One question I have, like, when we think of stage one, it’s not, like, you go through these stages
sequentially, like, that kind of thing is going on in our program at different levels.
SP1:

Absolutely.
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SP2:
Like, as we go through, in fact the personal connection to the content probably increases, um, as
the freedom that we can allow them to explore stuff because they have based on. So, I think this is
certainly not something that is occurring just sort of more in the beginning of the program.
SP1:

Right.

SP2:

But it’s a component of how we introduce new material, but we’re introducing new material.

SP1:

All the time.

SP2:
For two years, so, but, so in some respects, that stage one I would think for us might be more
perfectly exemplified in some of the late stage things that they’re doing, but it’s echoed or
foreshadowed.
SP1:

Yeah, definitely.

SP2:
Previous, you know, increasing amount of autonomy of the student for their learning to the
point that they’re doing an independent project that is completely their own. But, so, I don’t know how
the later stages fit into that, but that aspect is throughout our program for sure.
SP1: I think one of the things that we’ll see is, um, when I think about, um, David Kolb and other
researchers, um, Piaget or even John Dewy, one of the things that starts to emerge is we talk about
these cycles, but really what we’re talking about is a spiral. You know, it’s ongoing, and it reconnects
with itself and all those kinds of things. One of the parts that I find is really interesting is as you get to
the fourth stage, and really it’s broken down here graphically so we can see the pieces, but what’s
really interesting that I like the most is there’s a part in stage four where the learning truly belongs to
the student, for example, and they change it, and it becomes new for them, different for you. And
then stage one begins again, so there’s that kind of echo starting to happen and, ah, it’s. Right. Right.
Yeah. Yeah. So, I agree, and I think that will start to emerge more as we dig through this.
SP3:
I met with my student on Wednesday, and she classifies as a mature student, and she’s in
(program name removed). Is that, I can’t remember, I think that’s the name of the course, you know
they do the solar. Um, so what was interesting when I was doing the meaning pieces is she was
attracted to the philosophy of the program to start, like she was, because she was in sustainable living.
So that philosophy was where she wanted to be connected anyways, so she was already seeing stuff on
the website and the content that attracted to her before she even met anybody. And then when she got
here and started to see the instructors and meet them, and their personalities almost just reinforced
that connection for us. The meaning started before she even met anybody. She was interested in the
content, like, that kind of drove her.
SP1: And it sounds to me like you’re describing something fairly personal to her, right? You know,
I’m thinking, as you’re talking, I’m kind of hearing you talk about her mind but also her heart a little
bit. And I could be wrong. I might be digging too deep, too quickly.
SP3:
No, and actually it got really deep, really fast because she started talking about, so then you all
of sudden have a connection with the faculty, and it was very much on the personal level. It was, and
then getting to know them personally and their own lives and stuff, it really kind of motivated her and
continued to motivate her. Yeah. It was neat.
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SP1: I think those kinds of things are very interesting to hear about because when we think about
things like our current teacher education programming, our student satisfaction surveys, these kinds
of traditional things that we’ve been working on, we don’t tap into that a lot.
SP3:
I was almost trying, well, not trying to steer it back to the, like, nailing on the questions but she
was so much more from the heart. For her, the meaning wasn’t even the connection with the facilitators
and all that kind of stuff. Yeah, it was interesting.
SP1:

That is interesting. Yeah. Yeah. Wow.

SP4:
I haven’t met with the student yet. I’m meeting with her. She was out of the country. She was in
California, so I’m meeting with her on Monday.
SP1:

I met her, um, last week maybe.

SP4:

I think she’s, yeah, she’s one of yours.

SP5:

Oh, xxxxx. You have xxxxx. Yeah. Yeah. She was in the states until she got back Tuesday night.

SP1: I’m so excited that you’re talking to students that aren’t really from your world. Like, that will
be a whole chapter itself.
SP4:

What are those things?

SP1: Oh, wow. Yeah. So, one of the things that I’m looking for is I have the five questions for this
section, and I think what I’ll do is I’ll just start with the first one and look forward to your feedback.
Um, so the first one is: Describe the importance of creating personal connections with students at the
outset of a course or training session.
SP6:
I learn the students’ names in the first five minutes that I meet them. Um, and I know there are
certain ways that you can facilitate that process. One is to constantly use their name so that you can
answer them. So, I do meet a lot of the students before they start the program through campus tours
and stuff. Most of them do want to come see, so I do sort of have now at least a face but not for all of
them, so I handle orientation for the program, and as they’re coming in, I have my list of who I expect
and I’m looking for the ones I recognize and at least those names I might know the faces already and
then I see who I don’t. As the day of orientation goes through, by the end of that day, I have all their
names memorized. So, for me, that, I know how important it is to be recognized by their name, and we
have a lot of students who come from university. They may or may not have graduated, and they find
the, um, anonymity of university is very disheartening. Um, so the students who are sometimes not our
strongest students, one of them graduated a few years ago, Raylene, not one of our strongest students
but, um, at the last day of class she said, “You know what made a difference for me was you learned my
name from the first day.” Two years later, she still remembered that. Um, and she would not have been
the person I think that I would have expected, but maybe it was one of the reasons that she made it
through the program and graduated, um, was a personal connection because I do find that sometimes
we don’t (inaudible) to the students on the campus tours. We probably frighten half of our potential
students away. Um, but the ones who do come, we do stay quite close with them, you know, so for me,
that first, like, I do like to start that off on the first day as best as I can. That’s my technique.
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SP2:
I have something very similar. It was because I heard in the past a student remark under their
breath—why is it, like, that the instructor, a different instructor got their name wrong again, and they’d
been here for however long at that point. It’s like holy crap, like, these are paying customers. We should
at least be able to know their name and make that connection above and beyond them just taking their
money. So, from that, like within the first couple days, I make sure, like, I know who these people are.
And we take them on tours out in the community, so I need to know: Who am I missing? Where are
these people? That seems to stand out I think, yeah.
SP5:
SAM’s great because you can just print off your class list with their pictures now, so you can
learn their names. So they, you are so and so, and they’re like how do you know that. It’s like because I
already looked at their picture and know their name.
SP1:

Yeah. Yeah.

SP5:

So, it’s facilitated.

SP6:

Yeah. For sure. For sure.

SP2:
Yeah because xxxxx does, xxxxx works with the first years in the first semester exclusively. I
don’t even see them. So, then I don’t see them until the next semester, so it is a bit, I’ve been around
familiar faces but I haven’t, so I do try to make a point before I’m actually instructing. I go over those
lists, and I put, we would always have them in groups. I have them in small groups, so it’s really easy to
quickly be able to talk to them, ah, individually about stuff.
SP6:
But their connection is funny because after they’re with you for three weeks, it’s a whole change
in their perspective. Then they get back to me and they’re like, “Oh”. They enjoy coming back to the
comfort of being with me since September. And I’m like, and they’re like, every year, “Can we just be in
your lab like forever?” I’m like, “No.” Because, you know, you have to move forward and then by then,
they move forward then they’re fine. But I know it’s the enjoyment of going back to that personal
connection that they’ve already made with me and transitioning into a new personal connection but
knowing that they still have to come back to me for the rest of the semester after they’re with you for
just the three weeks.
SP2:
And it’s a different, it’s a very different structure too with the course I happen to teach with
them first this year. It’s in a very short format. So, I have 14 days to teach it; we lost five of them to
storm days. So, it was, maybe this year they were a little bit shattered. But, yeah it’s a different, they do.
They get comfortable with xxxxx’s, just the nature of the way that first years rolls out, which, but then
second year is very different, so this, the two courses, well the course that I do with them is more
modeled on the way the second year courses run, so it gives them a little bit of an insight, but yeah
people get comfortable with things, so that’s good. At the same time, you do have to mix it up.
SP4:

How many students do you have in first year?

SP5:

Right now, we have 15.

SP4:
See when you get into big, when you have 37-40 people in a classroom. We usually have
between 35 and 37 the first day, so the bigger the group, the harder it is to make that meaningful
connection when you have a big class.
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SP6:
We have, yeah, like we have in the 30s and then I teach, we teach, all of us we teach in first and
second year together. So, there could be 65 people that you’re getting to know, but in our orientation,
we strategically put a section in on, ah, like it’s an exercise where we get to know them. They also get to
interview each other, ah, as well. And then we give them information about ourselves, so we try to start
that rapport building early with them as a group too. Be like, you introduce you. You introduce you type
of thing. On the very first morning, we don’t cover anything other than trying to.
SP5:
We intersperse it throughout the day, like, through, like, as a little break. So, we’re doing the
policies and everything and then we might have a few introductions and then we’ll do it then have a few
more, and then that’s, I guess that would be our big thing in the first few days. And of course, the
names—looking them up beforehand, everything else that was said.
SP3:
So, this is interesting, when we talk about personal connection because this is very much a size
thing, like I can just sort of manage when we have like in the 30-35 students between first and second
year. I can actually, there’s a limit. There’s a limit to how many people an instructor could have an actual
personal connection with.
SP4:

Sixty at a time, it’s hard. You don’t have enough time.

SP5:

I try to talk to them one-on-one for ten minutes each a day.

SP2:

You don’t have time, so. Well this is the thing.

SP6:
I try to have a connection with 65 people, I would definitely say I do. I have assessments where I
get to meet with them one-on-one.
SP4:

Yeah. That’s amazing.

SP2:
I guess, but the nature of that personal connection will change, like I work with what, 13-14
students, all day every day, in the lab. They’re all doing different things and, you know, I can talk to
everything they’re doing at every moment. Once we have, like when I had both classes, you know, it’s a
bit more challenging but the thing is I’m thinking that connection can’t be, you can have a connection
with someone without, or make them have a connection to you and the class without necessarily having
it be as personal as I’m having with my students. And that’s, I guess, I just would be interested to see
how the size of class, the strategies may be the same or may be different, but what, I mean really what
we’re talking about is having the students have a connection to the content that you’re teaching,
making sure they have a connection to the content, or experience of the leaning.
SP1:

Yeah. Mmhmm.

SP2:
It doesn’t’ require, necessarily, that I have as personal of knowledge of them, but I have a
knowledge of their experience of the content that I’m delivering.
SP4:
And I think that’s the difference. You’re a scientist. I’m a social worker. So the things that I’m
teaching would be, ah, interpersonal skills, soft skills. I don’t teach hard skills, so that’s very different
which is why I’m afforded the relationship.
SP5:
But I also don’t think their connection to the material should be dependent on their connection
to the instructor because if they don’t like the instructor, does that mean they’re not going to pass?
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SP6:
That’s assuming all the connections are good, but what if one of my students despises me? I
don’t want them to not connect to the content because they don’t connect to me. That would be wrong,
so you know.
SP5:
But tactile learners, and we have a lot of them. They need to like the teacher to succeed. So it’s
a little bit difficult if you have a class full, which we do that too. And you do that as well. We get their
learning styles, and we get their personality styles.
SP1: And do you find that changing a little bit as your student demographics change? As a
facilitator, are you seeing that you need to adjust your strategies a little bit based on these new
populations of students that we’re working with?
SP4:
I think so. I think the students that may be coming back as mature students, they do need that
personal connection maybe a little bit more than a traditional student coming out of high school
because they’re used to being in school. The personal connections may not have been the reason that
they are continuing on the school. But I mean, I could think of a few mature students who, sometimes
you almost feel like you have to handle with kid gloves because you know how sensitive they might be in
the learning process to connecting with you. If they don’t connect with you, then they’re not going to
learn anything. So, connecting with you helps them to connect and feel part of that group. And you can,
I find that you can see a response.
SP5:
It’s actually different. We’ve always had more of a nontraditional student. Our shift would be
we’ve got more high school, right out of high school students than we ever did before. The average age
of our students is going down, not going up.
SP6:

Really?

SP5:
I took the program 19 years ago, and the average age of our student has decreased by about
seven years in the last 15 years.
SP1: So, isn’t that interesting that the nontraditional student we’re generally talking about, is your
traditional student.
SP5:
high.

In a class of, our first day we had 35 students, we had seven right out of high school which is

SP6:

This year we’re way higher right out of high school than any other year.

SP4:

Yeah. Me too. This year it’s a lot of high school. I find that hard.

SP5:
So, when you’ve been teaching for ten years for nontraditional students, its actually, who maybe
needed to connect to the material whatever, the, our new, our nontraditional student that’s right out of
high school, often times actually they’re not looking for the same connection.
SP3:
Or would have the same connection to, you know, especially in the health industry, like one
you’re 26-27, you’ve had more experience with people being sick and stuff like that and just.
SP5:
That 30 year old why are you taking nursing? Well, my mother was sick and I looked after her.
My grandparents, whatever, the 17,18, 19—why are you taking nursing? Money and there’s lots of
work. My parents told me I should.
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SP4:

So, they have a personal connection coming right from the beginning?

SP6:
There a lot who have a year or a semester at university, and that’s one big thing that they
always comment on like, you know my name or even I make a point if someone didn’t do well on a test
to meet with them and they’re like whoa. You care that I didn’t do well on this test. I’ll say yes I do.
Whereas I think they went to university for the year and you know, they lacked that.
SP4:
You think of psychology, like at (institution name removed) for example, Psych 101 you might
make 260 people, and so they don’t keep them all. But, if you go into a fourth year psychology class, I
mean, my classes I had seven people in the class. So you actually had way close contact. Your instructors
were really close as you progressed through higher years of university, your classes got really small in
arts and psychology and sciences, so it’s kind of, so we try to do more of that right from the start with
our small class sizes.
SP3:
I find with the connection piece, kind of with how universities model this, if you don’t like the
professor or if you whatever, there’s no kind of connection there that you may lose interest, or you may
lose steam. Where in this setting for us anyway, we see the connection as it has to be truthful it has to
be instructor to student, student to student, and then student to content because at least every day one
of those things isn’t going to be working in their favor so then at least they had two more things to rely
on. As if it’s just a one-man show then you’re going to disappointed. You’re just going to be mad every
time, so you may as well start building, and then we still a lot of time with group dynamics and getting
them to know each other and then we explore their personal connection to the content as well so that
they get in some deep. It’s just like now you’re stuck like, you got to like something about this, come on.
SP1:

Yeah. Wow. That’s interesting.

SP4:
But you’re right. If you have a student, and they feel really connected to you but not to the
material at all then their motivation for learning isn’t about the learning. It’s about impressing you.
SP5:

Exactly. Right.

SP1: Right. And kind of going back to the beginning is, you know, that’s not necessarily a
meaningful connection, right? It’s a connection, but it might not be meaningful for the student.
SP4:
So when they’re, you know, I disappointed you, whatever. It’s like don’t be disappointed
because you got a bad mark. Just be disappointed because you don’t know the material. Don’t be
disappointed because you think I’m upset with you. Be, or our students in nursing, it’s like I’m not upset.
It’s not that I’m upset that you don’t know the material, but you need to know the material to look after
the patients. But they’re more concerned with what’s my impression.
SP1: Interesting. Even after that first question, like, you know, as somebody who has been focusing
in on this for the last four and a half years, that very first question is so full of stuff. That’s a big, yeah,
that is really amazing to hear because there’s perspective that is very new to me even in that so I do
appreciate it. The one thing that I do need to challenge myself in a phenomenological study is I have
to practice what’s called “epoche” or bracketing. I need to take my opinions out. I need to do
everything I can to be off to the side, yet involved, so it’s very challenging for me, so you know, we’re
all learning managers in here. One of the things I find the hardest to do is be quiet, so I am challenging
myself. But that’s great, and I do appreciate it so. It’s very helpful.
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SP3:

The one thing about this, too, is if you’re looking at colleges just specifically.

SP1:

I am.

SP3:
Like I do believe we find this like, students come in with a greater connection to our programs
than they do typically when they go to university because universities, you’re starting off very, very
unfocused, very general. They’re not with the same students in all of their classes. Um, like, when a
student decides to come to bioscience, they usually, for the most part, have some idea of what it is. So
they, so it’s almost like it’s easier for us.
SP1:

The seed is there.

SP2:
It’s already there. They’re not there because they’re just sort of filling some time while they
figure out what they want to do.
SP5:

They’re connected to the material before they meet us.

SP3:
And they’re not going to just plug along because at the end of the day they’ll get something out
of it, like it’s either they’re in or they’re out.
SP5:
And I find it’s a good or bad thing because I mean I found it, for my university four years, I
definitely spent the whole first year really just figuring some things out. If I had been forced at that time,
at 17, to pick a program to go into, that would not have worked. I would not have been able to choose
something so quickly, but I do find, like you said, like they have to choose already what program they’re
going into. So, they’ve made a connection. Maybe it’s something as simple as maybe our website needs
to be a little bit more helping them make connections, you know, like instead of just giving all the bare
facts, like maybe it should be more appealing to their, more of a holistic approach, appealing to their
emotional state and appealing to working with patients.
SP4:
What they’re doing in our program I know is one of the seven that they’re doing the whole
video montage and it’s got a video with a voice overlay and interaction with instructors and students for
the website. Some of them are just giving the barest facts, I mean maybe it needs to be a little bit more
building the connection because I mean I know that now people use websites to do so much, like, if I
ever call anybody about something, I’m always checking it out on my own terms, um, before I make a
decision. Like, I hate, I love the fact that I can like book reservations at Mavor’s online. I don’t even have
to call anybody anymore. That’s how lazy, you know, I don’t have, like, I don’t want to do because I
don’t really, you know. They don’t have a table—I’m not going to have to call them, so I find, maybe the
websites need to be more touchy feely to appeal to maybe a more holistic audience.
SP3:
It’s interesting, you know, with nursing, like that fundamental desire to be interacting with
people as your job because we’ve had, I’ve had students come and, you know, they’ll come from retail,
and I’ll never forget I think it was one of Kim, you know, first day she says yeah, well I’ve been working
retail. I don’t want to deal with people anymore. I want to work in the lab. You know, and it was just,
you know, but that realization some people, you know, the realization that the lab it is actually fairly
social. We do have to explain that you do actually have to interact with people, and it is actually a very
social environment. But, it’s a restricted social, you’re not dealing with the public anymore, and that’s,
but I mean for nursing, that’s pretty critical. You have to want to, you can’t resent working with the
public.

202

SP6:
Surprising company, extremely shy people we get who, like, I had the conversation yesterday
with a girl. I’m like nursing is not a spectator sport. It’s not something you stand back and watch happen
like, you are going to have to get in there, and speak up for yourself because I haven’t heard her say a
word since January.
SP4:
And we’ve had students who are very strong academically, um, very science-minded. We always
talk about the art and the science of nursing, so the science they have down pat, but the art of it, the
interpersonal communication, the developing rapport, comfort those kinds of, and the intuition and all
those things—that’s where they’re lacking, and they don’t desire to go there. So, you know, when we
have I want to be a nurse but I don’t want to work with people. It’s like well that probably is not going to
work. We’ve had people say to us is there any way I could go through the program and graduate without
doing the clinical component. No. Like so, we send them to accounting. But then there’s xxxxx and I, and
I mean a lot of people that we get are like well we don’t like math, and we’re not “sciencey”, we’re
“artsy”. And I’m like you’re here. You know because you could work in human services and we’re all
about the, we’re a really strong balance between the two.
SP2:

And we’re just a little heavier on the science.

SP1:

Yeah. No, that’s great.

SP4:

So, we have a diverse mixture here, too.

SP1:

Very interesting, yeah.

SP4:

And actually hard and soft skills.

SP1: Very interesting, right? Like that’s why the perspective is going to be good from everybody.
You know, I get the benefit of knowing you in many different ways and what not and that’s why I was
pleased with this group of six that has emerged because it is, we offer different perspectives—which
is good. Um, that’s what we need. So, I’m glad. How about the next question? Thinking of teachers
who make strong personal connections with student, how does this impact a learning experience?
SP2:
I think, I’m just thinking of my day, the last couple of days where having to have those serious
talks about, you know, whether your effort is actually going to result in a positive outcome for this
program and what your goals are. I think having basically the respect and then knowing that I’m not just
looking at numbers, but that I genuinely know they’re not questioning whether I’m making a proper
assessment. They’re not saying no, no, you know, I really did do an effort here or there, like they, there’s
no sense of them trying to pull the wool over my eyes and, you know, we have some that try to do that,
but it doesn’t work for very long. They know. They quickly realize, you know, because of that
connection, you know, I have a very real assessment of them. I actually do know them. Um, so, you
know, so that I think is helpful in helping them take responsibility for it, like, they don’t try to hide stuff.
SP1:

Hm. Interesting. Yeah.

SP4:
There’s a gray area to personal connections with students though because just by human
nature, you’re going to connect with some people more than you connect with others. And as an
instructor, then you always have to have on the table—am I treating everybody the same? Or because
I’ve connected with that student, and I know about their sick dog and their poor grandmother’s broken
toe, and their car that needs new tires and they have no money, am I being more lenient with them or
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am I looking or evaluating or treating them somewhat differently than this privileged student. So the
connections can have a negative, and I’ve seen where students have felt that where we’re not being
treated fairly, they, like students have actually said this person is liked more than I am, or I know this
person is liked more than I am, so they’re getting a different opportunity. It’s like no, no, no, wait. My, as
an instructor, my baseline, my biggest concern with students is, it’s not whether they like or dislike, its’: I
want to always be seen as treating everybody fairly. So, that personal connection, and that’s what I said,
in a room when you have 60 students that you’re with because I teach between both years, so with 60
students, you make a personal connection with each, but there’s no way that you’re making the same
depth of connection with each of those students. So, your professional boundaries really come into play
because if you’re spending, if the same student is at your door, I mean we all have them, the same
student’s at your door almost every day just by nature of time you’re going to connect because they tell
you way more than you need to know. But then it’s when you’re, you know, if you got assignments set,
there is a little bit of flex for how you grade them. Or, if something is due at 4, and they pass it in at 4:30
then everybody passes. So, the connection piece can be a gray area, and I grew up with a parent who
was a teacher, and that was the very first thing he said. Be careful, the one thing you always want to
make sure is that regardless of how you feel or how you connect with a student that you treat them all
the same, so there’s a gray area, like there’s a negative part to connecting versus not connecting with
some students.
SP6:
I think too with nursing we have, because we teach professional boundaries with our patients,
we kind of have to model that too with our students, right? So, you can’t take your patients home for
Christmas dinner because they have no family, right, so it’s skills that you try to role model throughout
the program.
SP4:
We do it, yeah, I feel the same because we teach boundaries too, and I think the thing that we
really focus on in our program is we very, very, very clear set of policies that we follow so then, and you
could also look at it and say oh you guys just don’t like conflict so you totally have your policies so clear
that we never have to deviate, and maybe that was sort of the reason why they were so crisp, but we
just, you know, if something’s not in the drop box, it’s a zero. They know. They feel terrible when they
don’t get it in, and it’s, like, very relational. They know it, a lot of it is their choice, like this week we’ve
had to fail a few people, and they’re just like, ugh. Well it had to be done, like, we knew what was
coming, so we try, like we’re never, we’re probably on this on a continuing too far in this side
relationally, but that’s what we do. We’re human services, but I have to have boundaries, like there’s 60
students. People make appointments. We treat it like, we don’t do drop-by’s. We don’t, ah, we don’t
have like more chit chats. We might casually chat in the hall or whatever, but we don’t, we try to have it
structured or that’s our goal, and we do keep each other accountable. If I see someone hanging around
another colleagues office, we will actually call that colleague out, like we have that relationship with
each other to be sure that we’re not going too far.
SP2:
So, we have, and we’re with child and youth work so, we have the benefit of in our, actually in
one of our courses is called self-awareness, so it’s basically group therapy. So we split the class in half, so
we get a chance to really show the class, um, that we’re, that you have our undivided attention for this
entire time, and it’s all about you, and we’re going to respond. We’re going to go out of our way to
make that meaningful connection with you, and everybody is going to see that so then everybody, right
from there, that’s our baseline as best we can that we have at this point treated everybody exactly the
same with some of the heaviest content that we’ll deal with all year. So, usually at that point, people
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have established some sort of foundation in terms of relationship and then when those weeks are over
and we’re kind of back to business as usual then sometimes we redraw on that connection, or
sometimes it’s like no we’re good and we pass in the hallway and things are good. Um, but I think that
kind of brings everybody down a little bit, so it levels us so it’s hard to pick favorites because we’ve all
been, as best we can, treat everybody equal playing field in front of everybody else in making those
connections.
SP5:
And that’s the thing, it’s the in front of everybody else because students don’t know the
individual conversations we have throughout their peers, so when one student says well this, this. It’s
like you don’t, I actually did talk to that. So, the confidentiality piece, that perception that students have,
now that’s something that they’re seeing it all, but we don’t have something, so you know, we have
different students, it’s like they don’t know what connection necessarily we have with each other. And
we might have a really strong connection with a student who has told us a lot or disclosed a lot or we’ve
had, you know, necessarily information but in the class room they’re very, so none of their peers know
that they’ve come and talked to us about that and that’s what they want. So, there’s a lot of unknown
variables there.
SP3:
One of the things that I’ve found, like sometimes some of the students do feel that someone is
being allowed to hand something in late, so I’ve had to have the conversation with the class that, you
know, you don’t know. Trust I know what I’m doing, and at the end of the day, and it might not be right
now. It might be six months from now that, you know, we set a minimum standard to graduate this
program, and no one is going to graduate without meeting it. When you meet, like when, like how you
get there and what it takes for you to get there but you know people will be held accountable but I think
that’s one of the things that I’ve taken advantage of or enjoyed about the college is especially when I
first started and we were more the full year, the program kind of major was every student didn’t have to
move along at exactly, and people do have very individual challenges, but at the end of the day, and the
students do learn because through the time, many of them at one moment or another, or they know
one of their very close friends who has a real issue with them. So, they do come to trust, and I think
that’s part of the relationship. They do trust that while we might be friendly with them and we’re, but at
the end of the day, we are doing our job of assessing them, and I think fairly, like you know, which
includes recognizing when someone has a personal challenge and stuff like that so they trust, so trust
comes out of it too.
SP4:
Like I will say, the integrity of the profession somewhat rides on our stamp of approval that
you’ve met the expectations so I hope you have enough trust in us that we will help those that we can
but if somebody can’t meet the standards that we’ll also call that, you know, so there is a trust.
SP2:

Our classic first student conversation with them is that we will never deny them the right to fail.

SP5:

And we are always just concerned.

SP2:
All this business about when do you put a student on concern so we had the conversation that,
so the first day, like, you’re all on concern. Every one of you might fail, so let’s just start from there.
SP1: How do the meaningful connections teachers often develop with students help them, and I
mean the students, help them to overcome learning challenges they may face? How do those
connections that teachers often develop help students overcome those challenges?

205

SP4:
I think when you have those connections, um, mistakes are simply just mistakes. But like I know
I had a situation where someone was at a practicum where they had to use their vehicle and then they
were, um, you know, they got caught for drinking and driving and were charged and so, they weren’t
really able to go use the vehicle anymore in the practicum, but, like what if they wouldn’t have told me?
What if I didn’t have a relationship with her to know that they got that? So, like I think when you have
the relationship, if things come up, like I said, mistakes are just mistakes. And, they have the ability to be
forthright with you and then you can help them move through whatever issue. That’s just one example
of many. Where’s like a poor mental health issue, that seems to be more predominant.
SP5:
And your word trust. If you have that relationship, and I’ll say you can do this. They trust that
we’re not steering them in the wrong direction when they’re struggling, so if it’s, like you know, so they,
you know, when we say you can do this, they believe us.
SP3:
A sense of less judgement, like they don’t, if they feel they have a relationship, they don’t feel
that you will, so that’s why they’ll come forward and say I made a mistake and did this or whatever, so I
think those barriers of that sense of being judged may have been removed a bit.
SP4:
I had a student a couple of weeks ago who came to me and he said they had to read a self-help
book and do an analysis on it. It was for a counselling course, and he came to me and he said I need to
tell you something. I couldn’t afford to buy a self-help book, so I wrote a self-help book, and I critiqued
the book I wrote for my report, and I needed to tell you that and you need to give me a zero because it
was unethical, and I wanted to tell you before you corrected it.
SP2:

And a publishing deal.

SP4:
And I was just, I was very grateful that he had, like you know, it took a lot for him to be able, like
I said it was a mistake. You were honest. We’re going to have to, of course you have to get a zero. It
could have got a lot worse but we worked it through and whatever, but just those kind of errors that
they make. They wouldn’t tell you if they, they would try to pull the wool over I think that you weren’t
able to not judge.
SP3:
Yeah, one of our courses is around working with a client so like a real little kid and their family in
the community, and as we’re rolling that out, part of it is we touch on the research that shows that, um,
as long as a child who is in need or at risk has one person in their life that, one sort of cheerleader in
their life, then they’re rate of success is so much greater. So, if you apply that to, like, just one personal
connection with a facilitator or someone who can just kind of be on the sidelines to go to if they screw
up or go to for successes or whatever but just even knowing that person’s there might be enough to just
kind of get them through, so whatever that is about, the mystery of that.
SP4:
That’s the same philosophy, I worked as a nurse in the corrections system, and it was often the
nursing staff, they just need one person in the building that they feel is on their side, so we’re not
corrections officers or we’re not anything so the meaningful relationships that could happen in that
environment. It’s just knowing one person has their back.
SP5:
And that’s hard, I find it’s hard to when you kind of think about the time it takes to build those
connections, I’m glad that even though we might be a course-based system now, it’s still very one or
two instructors for the entire program because it might take, I mean think about students who don’t
come in with a learning disability who haven’t declared. It’s hard for them to make that declaration

206

especially when the first meeting has to be with me being there with Velda, you know, here’s the one
that, you know, xxxxx doesn’t teach them, I do. I’m now in this meeting hearing about someone’s
learning disability. I’m not surprised that sometimes people don’t want to make that declaration
because I’m not necessarily a trustworthy person yet. They haven’t made a connection with me to, they
haven’t, I haven’t earned their trust.
SP6:
And don’t you feel sometimes in those meetings, like you’re you know when you have to go in
somebody’s house to get stuff for them and there’s no one home and you feel like you’re invading their
privacy. You’re sitting in those meeting, and they’re telling you this, they’ve told me this, and this. And
you see the student, and I’m like I don’t feel like, all this should be told to me yet, because it’s making
the power shift so unbelievably to the student, and I sit there and I’m uncomfortable because I think for
the student it makes them really vulnerable.
SP4:
The other comment I made, I guess it comes back to personal connections. You said you may not
have that time to somewhat to get to know everybody personally, but I think just how you present
yourself in front of your 30, 40, 50, 60 people, you can present in such a way that they know that maybe
you would be like a caring person if they had to come and tell you something, or they had to like last
week another student I’m not able to go to my practicum because I’m not functioning mentally enough
to give to others right now, like that takes a lot to be able to do that but I don’t really have a personal
relationship with that person per say, but just being able to have that, like, I think you can do it kind of in
a globally like in a class like you know I know your student’s xxxxx, they would think you’re the least
judgmental person in the world, but you might now have, they might not know you interpersonally but I
think.
SP5:
You know other names, and you know that first day you do their names. I write down where are
you from, how many kids do you have, those kind of things, so when they come two weeks later to, you
know and I always say within the first two weeks of our program, I want every one of you to pop by my
office, just for a few minutes, and I have the luxury of teaching a course in communication in first
semester of first year where there first assignment is emailing me what brought them into nursing, an
influential person in their life or whatever, so by the end of the first week, it’s amazing how much they’ll
share about that because right then they’re actually writing it almost anonymously so sometimes when
you’re doing it, so I’ve had students that will come in a month later and they’re talking about something
and I’ll say oh yeah I remember in your first journal, in your first reflective journal you mentioned that
experience and then they’re like oh right I wrote that didn’t I. Even the second student was telling me
something, I said yeah you mentioned that it was a loss that they had, it just occurred two weeks before
they started first year, and this year they were talking about something, and they said you know I’m
having a really rough time. It’s kind of weird. It’s something that happened like a year and a half ago, a
loss I had of a coach, and I looked at them and said wait you wrote about that in your journal it was your
basketball coach that you lost very suddenly. She said, oh, and it was really, I knew on her face she was
thinking like you actually remember that. So, you know, you can make little connections but that’s not a
student I actually would talk to a lot because she doesn’t have a lot of need. She’s very independent.
She’s academically strong. She kind of does her own thing. She’s not one of the ones knocking on the
door, but you can still have a connection and then they came in and started talking about it so, but it is
different, you probably don’t have reflective journals in your first week on, you know, those kinds of
thing, but you know, you can incorporate things like that that make even those little nuggets of
connection like an influential person for example and then you can say like in November you might be
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talking about alright you know we’re going to, I’m bringing in a guest speaker. It’s somebody who is
really important to me. I remember the first time I heard them speak, whatever, you know, it’s like you
remember when you know there’s somebody in the class here mentioned that somebody that was
really influential to them was their daycare teacher. That person sitting there even if you don’t name
them, they’ll be like oh they remembered that I wrote that. So you can do subtle.
SP5:
I teach in the same program, I teach all the sciencey, like I teach anatomy and pharmacology so
that’s not my comfort zone at all but it’s different relationship that I make with the students compared
to, because when I’m talking about the liver I can’t really tie that into a personal experience, where
when someone is talking about like in a community and I’ll say for example when I was, so I develop a
completely different relationship with them, but I don’t think it’s less. It’s maybe it takes a little bit
longer maybe then.
SP4:
It’s different and that’s like, I think of xxxxx and I, we do, we very distinctly have different
relationships.
SP5:

And there’s different personalities.

SP4:

Different personalities.

SP5:
Because I’m the most introverted on my team, I know—surprise, surprise, I’m not like huge, a
small extrovert, but I’m the most introverted of the others, so it takes me a little bit longer to let my
walls, like to build that rapport than someone who’s just very out there.
SP6:

But they’ll often tell you more than the others.

SP5:

Deeper relationship versus the (inaudible) I guess.

SP6:
But even little things like that, like I remember useless information so easily so in second year I’d
be like oh, if we were talking about the kidney, I was like, you, you did your presentation in first
semester on the kidney anatomy and they’re like how, why do you know that?
SP5:

That’s great.

SP6:
I just remember what you did for your project so sometimes like that they’re like ah, you
remember what I did so.
SP4:
Maybe it was a demonstration of your meaningful connection to the material, right, um, and
you said about role modeling and trying to demonstrate you know, like I definitely, you know, thinking
about making a connection they’re in school again we have the more nontraditional student, the mature
student, who for maybe coming back to school was a scary time, um, and they are not necessarily good
at making a connection with a learning situation, um, so I spend a lot of time telling them about what
I’m doing outside of my teaching time, um which is, you know something like this, you know or doing
the master’s program because I do feel like they may sometimes feel a little lack of connection that I’m
no longer in school and there’s again that power divide. Well, it’s like no I’m actually a student too, and I
have the same thoughts like oh my God, I have another post to put on Moodle this week and it’s due. So
literally before I got here I was watching a video that has a post that’s due this weekend because I
thought I can get this video in, um.
SP5:

I thought that too, and then I’m like does that mean I’m going to have to always be a student.
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SP1:

Hang on tight, xxxxx. You’re next.

SP5:
But it’s just that feeling I find, that the connection like my meaningful connection that I find I
have to maintain it with my own learning to be a role model for their meaningful connections to their
learning. Um, in a short amount of time I feel like we have.
SP4:
And then it shows that you have empathy. I know what it’s like to be learning because I’m
learning.
SP1: Yeah. No, that’s great. Yeah. How do you think students feel when working with a teacher
who maintains a professional distance from them, thus reducing the opportunity to make personal
connections? Kind of touched on it a little bit before in regards to, um, the idea of it’s a little bit gray
sometimes. It’s a double-edged sword, you know it can be, you know those kinds of things but, you
know, how do you think this new population of students feels when a teacher maintains a
professional distance.
SP2:
The student I met with, um, she had something personal happened in her life so she had to let
the faculty know and three of the faculty she had a really sort of positive and engaging response and
support and the fourth one she, um, she kind of had a sense that the personality might be a little more
rigid, a little harder to accept what she was about to say so she tailored already before she kind of
delivered what she was going, how she was going to deliver to that particular staff. So, she already knew
that in her brain no matter how that person is going to react, I’m going to be okay with it because the
other three we’re super supportive of me. It’s not that the fourth one wasn’t supportive, but they just
had a harder time kind of hearing it, so she already knew that three out of four this is going to go fine.
The fourth one doesn’t really matter how they react because that’s okay because that’s their kind of gig.
So, this student already had it set up in their brain to kind of get ready for it, in case there wasn’t that
connection and it wasn’t made on the fourth time.
SP4:
xxxxx alluded to this, see I’m probably, it may not be a good thing, I think we should all have a
professional distance. I would worry more about the one who cry that professional boundary like
student’s will come in and it’s like okay I’m going to stop you right there. It’s not that I don’t care that
you’re going through things, but I don’t need to know about that. I don’t want to know about that. I‘ve
done that, probably did it every day this week, that there’s a boundary that you, and I mean the things.
When you’re a nurse, the things that they will tell you, but I like, so to me, but again it comes back to so
long as it’s consistent with everybody. If I’m going out to lunch with one student, and I don’t want to
hear the other one’s story about why they were late this morning then that’s totally wrong, but if you
have the same consistent professional boundary with all of your students, um.
SP5:
Absolutely. I agree. I have a professional like wall with the students but I, and I kind of do it
more in the classroom, like I am caring globally versus lie one-to-one, and I go like this in my office
because I have my degrees, and I’m like okay, you know that I am a counsellor and I teach you
counselling but I’m registered, and if I start doing this I could lose my job. So, I keep going role clarity,
role clarity. And I teach them role clarity so the role clarity I’m not allowed to go there with you. I can’t
but here’s Aspiria. It’s on my desk like this and when they, and I’ll say you know what, as your learning
manager, this is not my role and I don’t want you in this moment to talk about things that you’re going
to regret telling me later on. I’m going to give you this card.
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SP4:
xxxxx brought me some last week. I think it’s really important. Sometimes I say like, would you
talk to your boss about this? Because like to try to emulate the workplace, like I wouldn’t go in and talk
to my boss probably about you know whatever, the stories we hear but, if they would I try to teach
them that boundary now so when they do go out into the real world of Human Services, they know that
maybe that’s not, that’s where you call EAP. So we really try to mirror that because it’s, there’s so many
mental health issues, like, that are daily.
SP6:
And I actually say in my experience because, like I’ve been here for ten years. This is my tenth
year teaching, and as I said, our students as a cohort are getting a little bit younger every year. The older
students that we’ve had, I mean you know average age of one of our graduating classes was 28, so like,
they learned how to self-manage and things like that so they wouldn’t come. It’s the 18-year-old who’s
away from home that comes in and says um, I need to tell you. I’m pregnant. And it’s like okay, how did
you boyfriend and your mother. Oh I haven’t told anybody yet. It’s like okay so what do I do, it’s like oh
not talk to me. xxxxx and I were talking this morning, we were talking about resilience and all those skills
that they don’t have and for the younger students in my experience, some of our younger students, um,
they’ve always had their parents fix their problems. And if they’re, we’ve got 7 or 8 students in our class
from Nova Scotia. All of them, all of our high school graduates are from Nova Scotia because there is a
two-year waiting list to get into the program there so they come here. So, of the, I think we have 8, 7 or
8 right out of high school and 6 or 7 of them are from Nova Scotia. So, they’re out of high school, in a
new province, without their parents, and that’s one of the ones that, it’s like so they’re used to having
somebody manage their problems for them so they’re looking to us so its really, and I always say to
them remember this is adult education.
SP5:

Right, like you’re an adult.

SP6:
And like, self-manage please or I’m going to have to manage you and I don’t want to manage
you. You can manage you.
SP4:
Because no one has ever taught them how to manage themselves. If they got a bad mark in
grade 11 or grade 12, their parents phoned the school for them, you know, we still get calls from
parents. I’m just wondering my daughter got her mark back on SAM and she’s wondering why it’s so low
and I say well have your daughter come talk to me.
SP5:

Do you also get calls and visits from parents?

SP4:
I had a meeting with a mother this week. The student came in and then the mother was in the
waiting room and the mother said can I come in and I said do you want your mother and she said yes I
want my Mom. So I was like, so yeah, so we.
SP5:

Open house day I’d say more than half of our students

SP5:

And that, like I won’t do that for my kids, but it’s just.

SP1:

Before their child makes a decision to come here, the parent will interview the staff?

SP5:

Or open-house day when the parents come in.

SP4:
And I get moms calling on the phones this week. I’m trying to get the paperwork filled out for
her to get in the program, and I’m like.
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SP5:

Stop. Yeah, that’s now the kind of student we’re looking for.

SP4:
Open-house day we had a mother come in, and there were two girls and a lady, and I said, “Are
you three all together?” They said no and I said oh. She said, “No I’m here getting information for my
daughter. She couldn’t come today.”
SP5:

Okay thanks for normalcy.

SP4:
And mom’s sitting in the classroom gathering information and asking me questions, and the kid
who was going to take the program is not even there.
SP5:

Yeah, it’s very strange.

SP5:

Imagine me asking.

SP4:

That has to wow.

SP2:
With us, um, we have, the most we have is only twenty-seven students though. It’s probably the
lowest numbers I suspect. Combine two years you guys are probably.
SP4:

Combine two years, we are, right now at thirty just a little over 30.

SP3:
So, we’re going into a two-year program but what we found, or what I found my office is right
outside the classroom, so they have to walk by, so I sit there sometime with the door open. Okay where
are you? Where are you? Sometimes I find the maintenance interaction is going to save us headaches
down the track so around boundaries sometimes it’s stepping (inaudible) their employer or their
supervisor. I’m like nabbing them, nabbing them, or if you see that they’re five minutes late and
whatever the mascara is running down there. Ok, come on in. What’s up? Before it gets to like
counselling.
SP5:

Critical stage, yeah.

SP3:
I’d say nine out of ten of my interactions are maintenance interactions. Just to get them
through.
SP5:

Actually xxxxx, right there which is kind of prevents long-term issues.

SP3:
In some of the student comments are like why are xxxxx’s office right outside the classroom?
This is a terrible place.
SP1:

Wow.

SP4:
Mine is in the main hallway too of our classroom whereas everyone else’s is in different sections
of the building or you have to walk through it to get to their office so I see a lot of people just because of
convenience most of the time which sometimes, so that brings people to my office just because it’s
easier because they’re walking by but then also I may not get the crying and all of that because I’m in
the main hallway so they don’t want, they’ll go to the hidden.
SP5:
Okay, I have two doors. One’s hidden and one’s in the main hall. But I will tell you, my office like
it’s got two doors so one’s into the general hallway and then one is kind of the quieter faculty hallway
and the one, it’s just where they just installed the lovely sofas and chair but they’re right outside of my
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office and I used to have my door closed over but not latched and I like very quickly it’s like okay that
door is getting shut. But because it’s right there it’s constant knocking. There is no window on that door
so where it’s the drop-by’s um, and you also see people if they’re running late so like I can see them it’s
9:05 a.m. I am the one in my office and I can kind of see them walking by. When they’re walking, I’m like
hello. They’re like ah. It’s like well they’re going to, xxxxx is going to notice you walking into the class
late, but I’m like everything good? Usually it’s just a “Everything good?” “Yeah, I couldn’t find a parking
spot” but then sometimes they come in and you just look at them and boom they start, you know so you
do kind of have that alright well let’s deal with it. And then the other thing is for some students when
maybe they’ve been late a few times. I know there is a lot of anxiety a bit for our students about walking
into class late. They’re like I don’t want to go in late, whatever, so sometimes, I‘ve had a couple students
when something is going on and then I’ll say why don’t you go to class now. Here I’ll walk up with you.
So when I walk up I’ll kind of say hi and they go in. So then for the student it’s kind of like, it’s my fault
that they’re late so it can help. There is little things that you can do like that.
SP4:

As long as they don’t have a hot coffee in their hand.

SP5:

Yeah exactly.

SP4:
Well it’s roll up the rim and I swear to God everybody is stopping at Tim’s now. That’s why
you’re late for my speakers. And I’ll just say: Please don’t tell me that like why don’t you hide the coffee.
SP1:

Oh my goodness. Yeah.

SP4:
And sometimes because I’m in the main hallway, they may ask me if xxxxx is in her office so they
don’t have to walk down there. I’m like I don’t know I can’t see that far. You’ll have to walk down there
yourself. I’m not your secretary.
SP1:

That’s amazing. No, it’s very interesting perspective for sure.

SP2:

But for your question, we haven’t answered your question.

SP1:

Yeah about the professional, well we did a little bit but the professional distance piece.

SP2:

xxxxx picked up on the idea that maybe some distance is within the realm of professional.

SP4:

Yeah, I think so.

SP2:
So I guess the question is how does, sort of, if the student perceives inapproachability or
something like that maybe is how.
SP1: And it’s interesting that each grouping of question that we’ve have, so the one’s I’m asking
you on stage one right now, they’ve been modified but they’re the same kind of topical areas for the
questions you’re going to ask for your first interview with students, so you’re going to get that kind of
perspective a little bit and you’ll have that opportunity to reflect on what they’re saying based on this
conversation. You can kind of see the logic of the design of this research because you know, this is one
perspective and then the student’s is another perspective and then hopefully through my lived
experience, I’m going to add another perspective, and then I’ve got the research piece that I’m doing
as well, so it’s quite interesting that yeah.
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SP4:
And one instructor in nursing school he talked research, and he was very distant like very, very
distant, but he did on the first day he said you can all as a class decide on one question to ask me and I
promise I will answer that question but you all have to, it can be my weight it can be anything but I will
answer it but you all have to together decide on one question. But he was extremely distant and
extremely not welcoming at all, but that was one thing that he did that you’re like okay he’s got a bit of
a sense of humor right? Yes, but it was also because the first day of the class you had to work together
to come up with one. We’re like we have to make this a good one.
SP5:
I find that if you have, since we have a lot of older, mature students as long as you explain to
them your rational for things, they’re very quickly on board. So, the idea I mean like xxxxx you have a
course about, we don’t have a course and that kind of thing. We have a professional practice course that
we do in the second semester of second year. By that point, they know what’s inside now and vice
versa, so any kind of professionalism was probably relatively gray area by then. Um, but the idea of you
know like what our role is in their learning and anything beyond that, like I will quickly send them to
Aspiria. I have a boundary in what I’m responsible for in their learning and that they have responsibilities
to me for that learning and that kind of a connection relationship, and again like even like from day one
to get everyone sort of on that same playing field because we’re all going to be equal like, the ideal, not
the ideal student but the student who is breezing through with no issues and the students who are
barely keeping it together and you do make a certain connection with the ones who have the issues
because you just, she’s right you just see them more often. For better or for worse. But maintaining
some kind of a professional, um, I don’t know a certain professional distance at the same time when you
recognize you see them every day all day.
SP4:
I totally agree with you, xxxxx. I think like role clarity clearly, I say like, we’ll go over, we will go
over things like don’t ask us to go out to, like, dinner with you at lunch, or don’t ask us to come to a
party, baby shower Friday night where there is going to be, like we’ll go over a huge list about what our
role is and what isn’t. We don’t really have like a learning manager. We do have roles, but it’s not
totally, like, we don’t become friends with them on Facebook while they’re students, so we have this
huge thing that we clearly go over to help with that professional wall.
SP5:

Right. Right.

SP4:

I don’t even know if it’s a wall. That professional wall.

SP5:

Yeah, yeah.

SP4:
And we go, that’s what I love that point because that’s what I guess we would do. We just never
really labeled it.
SP2:
But I think, I think, it works both ways too because I think it helps them understand that you are
there to help them with a certain aspect of their life. You know, like you’re there to help them learn, so I
mean quite often when a student is in some form of crisis, the way I’ll talk to them about it is: I think this
is now, like you’re now not functioning at school. Now we need to do something, and that’s why I’m
talking to you about it because it’s affecting your performance and we need to figure out if you can do
something about it that’s going to allow you to perform, or do we need to talk about you taking a
medical leave, so that’s often how I’ll talk to them when I know they’re in crisis. It’s like, I’m concerned
about you personally but my role is to figure out how you can still be successful, or what is the best
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route for you in your education while you’re dealing with this issue. I’m not dealing with your issue. I’m
not avoiding it, but I’m dealing with it within the context of my role with our interaction, and that works
well like.
SP5:
As we say, I’m a Learning Manager. I’m not a life manager, a relationship manager, a money
manager. I’m a learning manager. And I always go back to like, I like our title because I’m a learning
manager so my concern is your learning. You’ve got things going on that are affecting that. We need to
find people to do that because I am.
SP4:
I want to get those cut out in some kind of those letters that you can put on your wall, like
inspirational quotes that they can stare at while there, but I mean, it’s, I do find that the personal
connection, I mean that must be something that helps, I mean I guess thinking about personal
connections with them, the content is, can, does the student over time maybe we’ll find this out with
talking to our students, does the personal connection with the learning manager or two at the beginning
help them to like that sort of extrinsic approval, does it help to then make an intrinsic connection with
the content, like does it, do they work hand in hand? Do you need both? I mean they’re here for the
learning, right? They need to learn that content. Does the extrinsic, sort of contact and connection with
the instructor, does that facilitate their learning process?
SP5:
And I think one of the draws of college versus university is the one-on-one connection. You
know, coming here, and not necessarily, if they’re a plumber, if they’re taking plumbing, they’re not
going to go to (institution name removed), but if they’re coming to like why are you taking practical
nursing versus doing your baccalaureate. They’ll say well the small class, and you know, you go out there
and there is two hundred people in the room. That’s part of the draw.
SP4:

Right. Exactly.

SP5:
And they’re paying for face-to-face. I just got this email from a student. She says, “Hey xxxxx. I
just wanted to thank you for making me smile today. It was a rough day, and it has been a very rough
few days, and I want to thank you for bringing my shell out in class today. Bringing me out of my shell a
bit in class today.” Well I don’t have a personal relationship with her. I smiled. I was whatever, but like,
she is obviously going through a rough time. I don’t have a one-to-one meetings with her, but sorry it’s
human services. We’re very fluffy and loving and soft.
SP1:
But it’s interesting that it’s coming on email and not Facebook, or you didn’t get a text or
whatever, right?
SP4:

I would never give out that.

SP5:

I would never give my cell phone number or anything.

SP1:

A lot of people do.

SP5:
I just can’t, like you know what I mean, so that’s a relationship, but it’s not really, like it’s a
professional relationship.
SP1:

Yeah.

SP4:

You know what I mean.
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SP3:
Yeah, I think there is confusion with professional distance. Is that the terminology? Because I
think, professional relationship doesn’t equate professional distance because with our program, they
have to learn how to build relationships. So I give them lots of opportunity to connect with me, like,
even if they don’t like me, or whatever connect with each other like because that’s the professional
thing to do, be interested in them even if you hate them. Whatever, like make that connection because
that’s your job, so, and do it with boundaries in place.
SP4:

That’s such a good point, xxxxx.

SP3:
But I think distance is, that’s where people think it goes to, where I don’t think, like lots of
students have my phone number, well because of some of the courses we teach outside of the college
hours so they need my after-hours contact details, but all the time I structure my day so that my lunch
break happens at one o’clock, so I sit there with my door open so that if anybody does need to come in
or whatever, then we can work on our relationship building, whatever, conversation have a chat
whatever it is.
SP4:
How does that work, like that you’ve just decided like you’ll do lunch at one just to be available?
Okay, and do you find that people come in and its preventative in nature.
SP3:
Yeah. I find the more I can kind of be with the students and get, keep my finger on the pulse of
the day or the week, it’s just going to payback ten times, yeah. I think it has to do with content of like,
it’s heavy stuff that we teach, and we’re really dredging up a lot of stuff for people daily, so I think it’s
kind of nice to keep an open door. And all those professional boundaries are in place, and I think
students when they come to the door, they know they’re not, like what are you drinking this weekend?
Like that is not going to be their question. They’re going to be like, already have in their mindset, they
know what the professional boundaries are going to be, but they know that I’m approachable and they
can talk to me.
SP4:
I don’t have, my students never make, odd time they might say are you going to be around this
afternoon? I’d like to go over something. I’ll say yeah I’m here. Like today, it’s like well what’s a good
time when I won’t’ be available. Well why don’t you come at two. But for the most part on break, lunch,
whatever, I eat lunch in my office because I know there are students in and out. And they’ll come in, not,
sometimes it’ll be I’m going to eat my toast, but like you know, or whatever I’m drinking tea, or I might
even say I have to fire off this email, so I’m listening but I need to do this at the same time, and
sometimes it’s just somebody to listen to them or whatever.
SP5:
And by, we actually have appointments mostly, but we kind of treat it like, you know, we don’t, I
don’t historically pop into my program manager’s office without an appointment, but some stuff.
SP4:
See I do. But it’s only ever a pop in-and-out. It’s not I want to sit down for half an hour talking,
right? What do you guys do?
SP:
Um, I don’t usually go see xxxxx unless he makes a meeting. Um I find that we’re with them too
much, not too much, but like so much that there isn’t a time, I think at one point xxxxx started talking
about make sure you have your offices hours. And I was like office hours? What? I’m with them for four
and a half.

215

SP5:
I’d be more apt to say I’m not available from this time to this time. The rest is the time I’m
available.
SP3:
Yeah, and I’ll do the same thing as you, xxxxx. I’ll often eat my lunch in my office and then if I,
like I don’t go to the gym on my lunch hour. I’ll go like, when they’re, like with Doug in math, right?
Because I know, they’re not, they’re busy, um, so I’ll go after lunch traditional lunch time, um and then
they know that at least I make a chance to be available because the only time that they have is lunch
because they’re in class from 9-12 and 1-4, most of the time with me.
SP2:
The challenge with the second years is they don’t have math. I basically have them from 9-4
every day.
SP4:

You do.

SP6:

Yeah, he does.

SP5:

Yeah, he does.

SP3:

So, you need a lunch break then.

SP2:
So yeah, so for me, I say I’m going to the gym, and I go, like there is an hour today that you can’t
talk to me and that’s it.
SP4:
See I take a lunch break and when I first started teaching, I was like running around like a
chicken with my head cut off, like literally I was like running everywhere, but now, like, we’ve decided as
a team we take our lunch breaks. We schedule appointments. We, I stay later in the day. Tracey comes
in earlier in the morning. I don’t know, like, but they’re following, and now it could come back in our
feedback that it may be rigid, and we’ll have to handle that right?
SP5:
And see for us, if we have a student who needs to stop by and talk and it’s going to take them
ten or fifteen minutes. I’d rather them do it over lunch with me and then when xxxxx teaches at one
o’clock, I can run down to the bank or do whatever at one then me be busy and then only time they
come is at one but now they’re missing other content. That for us.
SP2:
So, the advantage with a single, like with me just being, when we’re in the lab, we’re teaching so
like I’ve had some concern notices, so I get them typed up they’re sitting on my desk. We’re in the lab
and I’ll, you know, when I see that student has a moment, I say when you have a moment, can we just
go back to my office and talk? And so, we’re in the lab and things and okay you’re good lets go, and we
talk and so it’s not, so it’s sort of somewhere between the situation and actual.
SP2:
And I have the technicians so there’s things that are being taken care of, and so I, like right now
it’s very fluid because they’re doing their independent research projects. So, I was telling xxxxx, like
sometimes, gee I wonder what I’m going to do today, like I don’t have you know, and of course I always
have these naïve plans, oh I’m going to do all this marking, I’m going to do all this, and instead it’s just,
you know.
SP5:

Facilitating. It’s facilitating.

SP6:
Well that’s why you’re here every day when I leave at five. I mean there’s a few of us that you
just know at five o’clock it’s like see you later. It’s like how does everybody get out of here at four
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o’clock. I have zero, we were going to someone’s house and they’re like oh I leave at four every day. I’m
like how?
SP5:

How? I know. I know. Actually I need to, I have another meeting at four.

SP1: Okay. That’s great. Why don’t I get right into the last question then if you’ve got to go? So, I
really appreciate that, um, and this grouping of questions is a little bit longer so we may not be as long
in the next few, but. Describe a time when you honored or validated something a student brought to
a new learning situation. What were positive or negative impacts of this during your class? So, can you
think of a time when you validated something that a student brought to a new learning situation?
SP2:
I mean I will use an example that has occurred several times in our program which is we will use
a project that a student developed as an independent research project and then we bring it into the
curriculum in another year.
SP3:

Ah, cool.

SP2:
And so then the, then we tell the students, we said you know, like we’ve been trying to do a
fermentation lab for a number of years, and you know, we do it once a year, and things don’t work and,
you know, but we go through the process with students, and so one student, and I said, you know, if
anybody wants to take the time to optimize this lab, we’d appreciate it because I’d like to get it to work,
you know basically. And, so a student did a really great job and so then the next year we used it, and we
tell the students that, we said this was, and there’s a number of things that we can point to because of
technology is always developing so xxxxx and I aren’t out there doing this new stuff all the time, but
we’ve had you know, quantitative reverse transcription PCR modeled first in our research project and
now it’s part of the curriculum, so we’re constantly telling the students we’re teaching that some of the
content they’re learning was actually developed by former students.
SP5:

And they get very impressed. Very, very impressed.

SP5:
For us in nursing, it’s every day because I can say this student has more experience because
they’ve lived it or had a family member, and we’ll say you know is that something that you’re
comfortable with? So they’re often the experts and we, I’m firmly able to acknowledge that, like we
have a student in the class right now who had a child with a critical illness, and we were talking about
things around having a family member with critical illness and chronic illness, and it was, you know,
there’s people in this room who certainly would have experience in that that I can’t teach you. If anyone
has, and a constant does anybody have anything they want to share, and when they do, I’d say you
know what, thank you. We can all learn from that, like I can learn more from you about this than you
can ever learn from me. So, I find in nursing because people have life experience. We’re constantly
brining there.
SP4:
I teach growth and development, so when I’m talking about infants and toddlers, I don’t have
kids myself, so whereas half the class have kids. I feel stupid being the one talking about this, so how
about you tell me what your infant did at nine months instead of me pretending to read this from the
textbook.
SP5:
I’m teaching them about vaccinations, and, ah, we have become very, it’s surprisingly few
students compared to other years of students who have kids, um, and one has a two or three year old
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son and she’s like, she’s like the list of vaccinations that kids get these days, like and she’s in the process
of still getting child the vaccinations, so like, I can immediately, I mean talking about personal
connections, I immediately see her like perk right up, you know, and it’s like I wish you know like but
that’s a personal connection now for her not for many other people in the class, right? Um, but ah, you
know, it does sometime feel a little bit like show and tell, um, and we see the negative aspects I’d like to
know, like I don’t know of.
SP3:
Well I’ll touch on, so I’ve seen it go really well where all of a sudden the student body has this
new respect for this person, like wow I didn’t even know you went through that until they hear it the
tenth time and they’re just like, okay here we go again. And that person, it’s part of their personality is
about this experience they had, and they get to share it again to the same audience so after a while it
gets to be like here’s that tune again that we’re just going to turn down.
SP5:
One student had some like weird eye surgery so every time, anytime we talk about an eye
disorder, she has to bring it up. You can see everyone be like ugh, like their eyes,
SP4:

Here comes the eye thing again.

SP1:

Interesting.

SP2:
Maybe that’s the show and tell piece, yeah. Yeah because there is a real educational component
when you’ve never heard it before and you know the people around but then after a while if it’s come
up, you can see the eyes are rolling, yawning to you know checking the phone.
SP5:

Um, yeah I actually have to go.

SP1:

Thanks.

SP5:

I’ll see you next week. Have a great weekend everyone.

SP4:

Oh yeah, it’s Friday.

SP1:

Friday, yeah. Yeah. Is this not a bad way to end your week, or is this?

SP6:

Well this is great.

SP3:

Yeah this is great I’m just assuming things are going fine.

SP2:
No everyone the goal was to like it was you know somedays they just, as late as six o’clock, like
I’m in the lab and this is part of their independent thing, so you’re starting your assay now, how long is it
going to take? No, yeah like it’ll be 4:30. Okay. I’m sitting in my office working away. It’s like its quarter
to six guys. How’s it going? Oh yeah. Took a little longer.
SP6:
So, are there things that you can do around scheduling? And this is probably my personality. I’m
like structured.
SP2:
Well, what I do is I go around, and I ask them what are you, like when I see them starting
something, what are you doing? You’re starting. What time did you get here today? You came in at ten,
and you’re starting this now. I’m not staying until six.
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SP6:
I guess I’m wondering like from your perspective, I mean, this is a marathon we’re working, like
we’re here for a long time versus like the sprint hundred meter dash.
SP2:

Oh no. Well, this is a period in the program, like these.

SP6:

It’s not every day.

SP2:
Yeah, there’s a six-week period where they’re doing this independent, and we’re now getting
close, so we tell them, schedule three weeks. You have three weeks of active time in the lab. We give
you six weeks where I only do a very, very minimum like just in the first week we do a little bit of an
extra lab, but you have, you know, I make them do a schedule, and it’s got three weeks’ worth of activity
and then there’s a six-week window to get it done, and sometimes there’s scheduling and you know, so
we make schedules for the equipment and stuff and then basically what happens is it’s research and
they get going and think gee that didn’t actually work and then they got to do it again so three weeks
expands. So, for some of them, they use the entire six weeks going every day from 9-4 trying to get what
they thought they would get done. Or they’re going along and they come and they say, “Oh this was
neat, like I could do.” Yeah, go ahead, so then they expand, so but yeah and I don’t mind staying you
know I’ve got marking or whatever to do so but we’re always making, like I’m staying late for you. Let’s
be perfectly clear.
SP4:
I mean you can pull them in in class, like I mean whether you do this or not but if we are doing, I
might be after students in the lab and they’re talking about something that worked really well or
something different they’ve tried or something that was cool that they kind of did and then in class the
next day would be are you comfortable if I mention to the class what you did, so do you want to tell
them about what you did? So bringing, like letting their experience in the classroom they kind of own
that learning and share it so they feel like they’re contributing to the knowledge.
SP2:
And we do that, with this, well you guys know we do the poster section. And this year is, I was
just telling xxxxx today. I had this thought this morning like I’m, we’re the finish of the research is now,
we’re pushing our presentation of the posters back a bit, mainly because of booking a room and stuff
but it’s been pushed back a couple of weeks so we have a little bit more of a gap between doing them
and presenting them, so we’ll have a little, so I’m going to, I just was telling xxxxx, that we often for
something like this you would publish the abstract and so we’re going to actually do that this year.
We’re going to publish the abstract, and we’re going to promote it, we’re going to try to make a big deal
of it. It’s going to be in the Cass. It’s usually, like we’ve done big, always done a big deal and then the
students present, so that’s another, so then what we do with that is the first year students we always
have a private showing of the second year posters to the first year students so there’s sort of three
stages of first the posters go up and then just as a class xxxxx and I go around and they all have to do a
presentation and this is when they get graded. Then the first years come in and then they get to present
to the first years and then it opens to the public and so they get comfortable with the material and that
so but that’s ah that helps them.
SP1:

Yeah. That’s a good example.

SP2:
I feel like they’re contributing, but this year, I, it’s going to be some of the most spectacular
work that’s ever come out of our lab. Like it’s just unbelievable.
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SP1: When we were exploring the benefits of this research and one of the questions that I had to
answer to ethics is: what is the benefit to the participants? Are they getting paid? Are they getting,
whatever?
SP2:

I asked my student that. Like what are you getting out of this? Nothing. Pizza or anything? No.

SP1:
Number six though. But it’s interesting, you know, some of the things we talked about was
there will be the opportunity for faculty to learn about their own practice but also to learn from the
practice of other people and, you know, through conversations like this I am certainly getting some
data that I’m going to use but I’d like to think that you’re getting some that you could take back and
say, “Hm, I wonder about that or”.
SP4:

So, the group therapy comment wasn’t too far off.

SP1:
Right. You know, and some people in this room might be making connections with other
people, like you were talking about that the other day, and I want to try something there so there are
those kinds of benefits, right?
SP6:
Well I’ve said to many people I have a colleague who’s doing a CAE course sit in on my class
yesterday, and um, she emailed me today and I talked to her after she was in my class observing
yesterday, and it was, you know, watching teaching techniques and stuff like that, and then she emailed
me this morning, and she said, “Hey. I’m teaching thoracic and abdominal trauma. Any ideas of some
activity based something I could do?” So I gave her a call and we were talking for a few minutes and I
said to her, “You know the funny thing is when I did my whole CAR, you learn from the content but more
valuable than the content was the connection that you made to people in other programs, and hearing
what they’re doing and stuff like that but there’s not an ongoing. So in your first couple of years, you’re
teaching. You develop that, well we were in courses together, like you know, you develop those
relationships but then say, in year ten, you don’t have that interaction with other programs as much.
You kind of lose it, so I said.
SP3:

And look at that mentoring thing because I mentored a new faculty.

SP6:

Yeah, there used to be.

SP4:

I did too.

SP1:

Peer-to-peer program, yeah.

SP6:
But even, you know, all people who have been teaching for ten years to, because sometimes
people say somebody’s been doing something for ten, fifteen, twenty years, they don’t want to go to
somebody else and say I’m just wondering can I get some advice on teaching a course because you’re
supposed to be the expert. Where to have that, like I said, almost any person I’ve ever asked what was
their favorite part of the CAE. It was the relationships, like you know, building connections.
SP1:

Networking, yeah.

SP4:
And there is a lot of PD happening, but sometimes it’s happening where, like, you know, during
teaching periods and it’s difficult to.
SP3:

We’re getting PD days next time, next year.
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SP1:

I hear.

SP4:

Yeah?

SP1:

That’s what I hear.

SP6:

They’re bringing two PD days into.

SP1:

Embedded PD, yeah.

SP4:
Oh. That’s great. Because it’s hard for scheduling because you may not be available to go.
Especially you. If you’re in the lab every day from 9-4.
SP2:
I’m not sure how it’s going to roll out but xxxxx, we’re going to start having projects like PD
projects like I would, I’ve got a GoPro, and I want to start doing some videos, so there might be a project
of developing video content for your online SAM and that sort of stuff.
SP2:

And so, then a group of us, so I think we’re supposed to then do stuff.

SP1:

Hmmm. That’s interesting.

SP4:

We just get coffee and muffins. We just host coffee and muffin parties once a month.

SP1:

That’s nice. That’s good to do.

SP4:

Each section hosts a coffee party.

SP1:

That’s a great idea.

SP6:

Yeah, but she’s in Summerside so that’s.

SP1: Yeah. No that’s a great idea. Well so what I’m going to do is I’m going to call it there. It’s, ah,
people have to wind things up and do all those things to get out for the weekend, so are you
comfortable with this process?
SP4:

Until next Friday.

SP2:

So, do we now, on next Friday, I should make my first contact.

SP1: In the perfect world, this would have given you the back drop to have that conversation with
your person. But I understand that, you know, some people might have already had it, or the timing
might not be right, but that’s the concept. But if it doesn’t work that’s okay. You know, that’s the
whole idea. And, you know, you’ll notice for example there’s five questions for the students you don’t
have to take as long as this. Time is very precious right now, so just do the very best you can and then
the concept is after you’ve talked to the student, after we’ve done this and had this conversation
when you’re getting in the journal, you’ll be like, “Now wasn’t that interesting, and dah dah dah dah,”
and that’s where it comes thank you. That’s the whole idea.
SP2:

Sounds good.

SP1:

So, I’m triangulating data in different ways is what I’m attempting to do.

SP3:

Are you meeting with the students like you’re meeting with us, or are you?
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SP1:

No, I’m not. You’re meeting with the students. I’m meeting with you. Yeah.

SP3:

At the end you’re going.

SP1:

We’re all coming together.

SP3:

Oh, okay.

SP1:

Faculty, participants, students, and myself. Yeah.

SP3:

And you pulling that diary stuff is part of that too.

SP1: No, I’m going to, that’s going to stay private, and, ah, it will inform my writing, and it will form
my analysis but I won’t pull anything out of the Google doc that because what I don’t want to do is
ever put a faculty member or a student in an awkward position where Jeez, I shared that privately. I
didn’t know that was, I never want to go there, so that’s going to remain there. But I’ll be doing the
analysis and discussion with.
SP3:

Okay. Cool.

SP6:
And I know that I am interviewing one of your students and I won’t like I’m very into ethics, like I
won’t be looking for names. Like I know that Tim’s gone over that as well. And I know if you were
interviewing a student in my program you wouldn’t want to know individual things about if they said
anything about. Not that they will.
SP1: And if that student ever opened that door, and they started to maybe use a name or
whatever, you just stop them and just say, you know we’re not talking about current instructors.
We’re just talking about you and these general questions and just hold them off that. What I would do
is that, um, if anything goes on this transcript where, even today there were a couple of names said.
They’re going to all get deleted. And even now, like the first time that I did the recording of our first
group, it’s all anonymized. It’s just S1, S2, speaker one, speaker two. There’s no names. It’s all coming
out, so it’s just going to remain like that. Yeah. No absolutely because sometimes a student could fall
into that.
SP6:
I guess that was one of my concerns, like I said if I’m interviewing one of my colleague’s
students, I wouldn’t want to be put into an uncontrolled situation where they’re speaking about a
colleague that I may care about. Because I’m not a manager. I’m not paid to be, and I don’t want to
know that stuff, so that’s, Tim assured me of that.
SP1: And the students, in their package it was very clearly described to them that you’re not talking
about your interaction with a person. You’re talking about your experience as a learner and your
learning and all that, but some people might slip, and we just have to.
SP4:

Well you just never know.

SP2:
It’s funny for xxxxx and I because we’re in separate buildings, so the students see her and then
they have this 3-week introduction to me and, for those three weeks while I have the first year students
doing this very intense course, I also have the second-year students starting their research projects, so
it’s insanity. So, this is the first-year student introduction to me is me being in a room, 13 or so different
students ask me questions about thirteen different projects while I’m trying to teach them. But it’s fine.
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It’s all good but then they go back to xxxxx and they talk to xxxxx about me, and then, we kind of laugh
like do they think we never talk to each other. Do they, so. Not to worry.
SP5:
We feel, we have a little thing in our faculty with our team where we, if someone comes to us to
speak to another, about another colleague, people not entertaining, and they are to go directly to the
manager. It’s a rule we have.
SP2:

Oh yeah, it’s just like ah we really. It’s always just like a compliment to xxxxx.

SP1:

But in that case, the very first question I asked the student is have you talked to that person?

SP6:

Yes. Absolutely. They have to go to that person first.

SP1: And they usually say, “No, I haven’t. I’m just really upset right now and whatever.” And I’ll
give them some strategies for having, you know, a positive interaction, and I send them along their
way.
SP6:
Yeah. And then sometimes is this an informal or are you just wanting to get this off your chest is
it informal, or formal. You know, like, but we don’t’ entertain that. We won’t.
SP1:

Fair ball.

SP6:
Even if it’s just, we just wouldn’t because we don’t’ want them to say mean things about
anyone.
SP2:
Yeah, we have a student right now who’s playing all the, no no, like we’ve got xxxxx and I and
then there’s the two technicians so he’s just ping ponging back and forth and we’re just like no, like, he’ll
be asking me, “Oh, you know, would I be able to do this as an alternate assignment?” in one of xxxxx’s
courses. It’s like, that’s xxxxx’s course. Well if you were teaching it, would you let me? That’s xxxxx’s
course like, you know, so needless to say.
SP4:
Some people do need to push those boundaries, and they’re resourceful in fairness to them,
they’re resourceful.
SP2:
He’s playing the system. You know, because then, I, he’s now done the course for me and he has
something that’s no and you know, he’s not got them in and, ah, we had storm days and it was a bit of
chaos so I am, I’ve pushed back some of the due dates, and so he was asking about it. He says, “Oh, so
I’ll be allowed to submit that.” And it’s like, “Yes, you’ll be allowed to submit that.” Oh, because xxxxx
wouldn’t let me submit something it’s like I can’t imagine she wouldn’t let you submit something on
time.
SP1:

There must be more details. Yeah.

SP2:
I’ve never known xxxxx to say you can’t submit an assignment. That’s all I said. Well, I’m sure she
would have let you. And he said yeah well it was a bit late.
SP4:
We allow everyone to have an extension. I say you know what, we will approve every extension,
everyone, as long as we receive it 24 hours in advance and you lose ten percent but you all have
approval from all of us. That is our policy. And then they’re like, but it’s just, it’s. I think that we don’t
like conflict, well we know we don’t. So we have all these policies so we can say oh there’s the policy
because we don’t like to have to be bad cop.
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SP1:

Amazing. Yeah. I’m going to hit stop here.

End of recording.
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