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Online Transformative Learning
AN ongoing enquiry
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The sources for this report have been many: desk research, a series of introductory webi-
nars, experiments, monthly meetings of a Community of Practice (CoP), interviews. The
contributors are listed in Annexe 3. The sources are indicated in the text as follows:

(Name, Year) From the desk research

(nnxx) (eg 12SE) From experiment or interview no. nn, in country xx

(webinar) From one of the introductory webinars in late 2020

(CoP xx) Community of Practice, where xx is the month in 2021



The COVID-19 pandemic has acted as a
kind of pressure cooker, forcing many edu-
cators to rapidly adapt, learn, and inno-
vate online praxis: learning by doing. We
made plenty of mistakes, but some of the
results are outstanding and the mistakes led
to new insights. We begin to see and imagi-
ne ways of working online that are as good
as or even superior to face-to-face work,
including when the aim is to support trans-
formative learning.

At the same time, the beneficial aspects of
face-to-face learning were also thrown into
relief by the pandemic. Many people have
been reporting feeling relief and liberation
when physical meetings were permitted

This project started with the question: “What
are the opportunities and limitations of
transformative learning (TL) online?¢”, with
an ambifion to enable practitioners to push
the boundaries. It has focused on

how an online learning situation may be
used to create an enabling

environment for transformation towards
sustainable action

—in other words, to create the conditions
under which transformative learning for sus-
tainable development may take place.

Following the initial webinars and building
on project outcomes, an ‘enabling environ-
ment’ has come to be seen as primarily the
provision of ‘a safe enough space’ through
skilful use of program design opportunities,
facilitation, assessment processes, and
choice of methods and software.

again, and disappointment or even annoy-
ance when forced to go back online again
due to a new wave of the pandemic.

We see a difference between higher edu-
cation (HE) and other adult education:
whereas many HE institutions have scur-
ried back to the familiar world of physical
events, with anything up to several hundred
students in one room, other hosts of adult
education seem convinced that online is
here to stay.

So will we go back?2 Or forward? The jury is
still out. See the chapter “What we still want
to know''.

One conclusion is that the major challenge
is for educators to accept and embrace
the potential of fransformative learning as
such. The step from acceptance to an on-
line environment is the lesser challenge.

That the online environment per se is no
obstacle to deep personal work is eviden-
ced by the fact that psychotherapy, both
individual and in groups, is successfully car-
ried out online. (13SE, 59HR, 68SE)



It is difficult at this stage to generalise about
advantages and inconveniences of online
settings in regard to interpersonal connec-
tions. “Maybe we are all still in an imposed
accelerated learning process regarding
communicating in remote settingse” (23FR)

Many educators and learners reported
difficulties and frustrations at being abruptly
expected to work from home, online, with
frequently unfamiliar technology and insuf-
ficient preparation. However it would seem
that for many participants the change was
positive. For example, “The personal de-

An ongoing discussion was the distinction
between ‘teaching’ and ‘enabling lear-
ning’. It was agreed that tfransformative
learning is more likely to take place when
the educator sees his or her role as ‘ena-
bling learning’. This shift was in focus i.a.

Numerous experiences testify to the (in-
creasing?¢) difficulty of organizing exchange
of experience in writing. Most people want
to meet and speak, whether online or in
person. And indeed there may be a frend
away from reading and writing, and even
message-chat. Written language seems

to be going out of fashion; it is becoming
more and more popular to communicate
via photographs and emojis.

Nonetheless it is clear that, at least for some
people, the potential is there:

“We can achieve a surprising degree of
team-building... by online-only means, and
in less than two full days’ time.” (22DE)

“Connecting on deep levels is possible.”
(13SE, 59HR, 60HR)

velopment of infroverted students benefi-
ted from the online situation. The hypothesis
is that it's an effect of a safer and peaceful
space at home combined with more indivi-
dual work” (30NQ). See further in the chap-
ter ‘Some clusters of observations’.

at the June 2021 online meeting, starting
from the question: How do we as online
educators handle learners who want to be
taught2 Some tentative conclusions are
presented in the chapter ‘Some clusters of
observations’.

The spoken word is however sfill important.
In an online situation, “audio is more import-
ant than the camera” (CoP September).
This is borne out by the upsurge of interest in
podcasts; by April 2021, for example, over

a third of the population of Sweden were
regular listeners with 22% listening daily (The
Media Barometer).



The transformative quality of adult educa-
tion will in several ways shape the future;
this has been acknowledged by those
discussing how to achieve Agenda 2030,
and recently by UNESCO (see below). To
the existing critical challenges of climate
change, increasing migration, persisting
inequalities, and precarity of employment
and of food regimes were added the ab-
rupt need to face the COVID-19 pandemic
and, not least, to discover ways to build a
more resilient society in its aftermath.

These challenges cannot be met through
marginal change and small technical fixes
here and there. In order to survive and thri-
ve, broad swathes of the population need
to be engaged in the search for viable
transnational fransformative solutions, while
also dealing with local issues:

We believe that the urgency of these
challenges, exacerbated by the CO-
VID-19 pandemic, requires a fundamen-
tal fransformation that sets us on the path
of sustainable development based on
more just, inclusive, caring and peaceful
relationships with each other and with
nafure.

We are confident that educationis a
powerful enabler of positive change of
mindsets and worldviews and that it can
support the integration of all dimensions
of sustainable development, of eco-
nomy, society and the environment,
ensuring that development trajectories
are not exclusively orientated towards
economic growth to the detriment of the
planet, but towards the well-being of all
within planetary boundaries. |[...]

Transformative learning for people and

the planet is a necessity for our survival

and that of future generations. The time
fo learn and act for our planet is now.

(UNESCO, 2021).

Increasingly, this engagement has been un-
derstood to encompass online learning op-
portunities. However, in the present upsurge
of different, uncoordinated initiatives regar-
ding online education the emphasis in most
cases is on a transfer of existing knowledge
to individuals. This is indeed the ‘traditional’
sphere of MOOCs and many other online
educational initiatives. What is lacking, or is
just beginning to emerge, is an apprecio-
tion of the skills and competences needed
to design and deliver an online programme
enabling the emergence of new and trans-
formative knowledge, skills, attitudes, values
(OECD, 2019) - and action - in other words,
of Transformative Learning.

Previous online experiments and experien-
ces of project partners in the past few years
have been promising. The project “Interna-
tional Partnership for Transformative Lear-
ning” created an embryo portfolio of online
materials for transformative learning which
currently, with the aid of several following
projects, has evolved into a framework
Hosting Transformation site and methodolo-
gical database.

For a facilitator with ambitions to enable
transformative learning, online delivery is
particularly challenging because so much
hinges on personal qualities that have tra-
ditionally been conveyed face-to-face - for
instance attentiveness, empathy, compass-
ion, inclusion. It is however beginning to be
clear that these qualities can indeed be
expressed online, both one-on-one and in
groups.


https://www.hostingtransformation.eu/
https://dev.hostingtransformation.org/toolbox/
https://dev.hostingtransformation.org/toolbox/

In the networks represented by the partner
organizations of this project, there was and
is innovative experimentation with these
questions, based on different models or
theories, working in formal and non-formal
contexts, building on different face-to-face
skill sets, and benefitting from the possibility
of exploring entirely new ground in these
times where virtual communication and
experience rather suddenly became pre-
dominant.

Two definitions have guided our framing of
transformative learning (TL).

Transformative learning “...refers to the pro-
cess by which we transform our

taken-for-granted frames of reference
(meaning perspectives, habits of mind,

mind-sets) to make them more inclusive,
discriminating, open, emotionally

capable of change, and reflective so that
they may generate beliefs and opinions

that will prove more true or justified to guide
action.” (Mezirow, 2012, p. 76)

Transformative learning “...involves expe-
riencing a deep structural shift in the basic
premises of thought, feelings, and actions. It
is a shift of consciousness that dramatically

As described above, ‘transformative
learning’ refers to a type of learning, or

For more information about the work of the
partners, see Annexe 3.

This OnTL project has aimed to synthesize
ongoing experimentation and add experi-
ments of its own, in order to further explore
the boundaries of the possible. The seminal
question of this project was: What are the
opportunities and limitations for Transforma-
tive Learning online?

and permanently alters our way of being in
the world. Such a shift involves our unders-
tanding of ourselves and our self-locations;
our relationships with other humans and
with the natural world; our understanding of
power relations in interlocking structures of
class, race, and gender; our body awaren-
ess, our visions of alternative approaches to
living; and our sense of possibilities for social
justice and peace and personal joy.” (Mor-
rel and O'Connor, 2002, p. xvii)

Both definitions show that transformative
learning must be understood as an inter-
related individual and collective process.
This is particularly important in the context
of sustainable development, which predi-
cates sustainability on the ability of society
to live according to “5 Ps": People, Planet,
Prosperity, Peace, and Partnership (UN,
2015).

change, that is basically irreversible: it stems
from insights that cause a shift in values,
beliefs, or perceptions. Once seen from this
new, broader perspective, the world can



no longer be seen as before, whether the
learner is an individual or a collective body.
Mezirow calls this a shift in “meaning per-
spective” (Mezirow, 2012, 82 ff).

When many individuals in a community
‘shift’ in the same direction, the tfransforma-
tive effect can be amplified and expressed
as new societal norms (AtKisson, 2010).

Such a shift may take place spontaneous-
ly, or it may be the outcome - immediate,
or delayed - of a conscious educational
strategy. For this project, with its focus on
sustainable action as an outcome of online
learning, a key question has been how an
educator can create the conditions under
which transformative learning for sustaina-
ble development may take place - an eco-
system to hold the process.

It is widely accepted that a ,safe space’

is a primary requirement for tfransformative
learning. Following the initial webinars and
building on project outcomes, an ‘ena-
bling environment’ has come to be seen
as primarily the provision of ‘a safe enough
space’ (Singer-Brodowski et al, 2022) - neit-
her too threatening nor too comfortable

- through skilful use of program design
opportunities, assessment processes, and
choice of methods and software. Beyond
those, the most important element is skilful
facilitation to fransform the potential into
an actual experience (Dana, 2020).

Ethical questions are also frequently raised.
As an educator, have | the right to impart
knowledge or trigger learning processes
that turn the lives of learners upside down?
Without their consent, this can be seen as
manipulation. Thus other basic components
of the enabling environment are support
and encouragement for participants to
make explicit their own values, and to learn
and practice Critical Thinking (Siegel, 2010).

The process

Transformative learning is an intensely per-
sonal experience. It can take place in tiny
incremental steps or in big leaps. And yet
there is a commonality, a trajectory of
personal development where the learner
may repeatedly experience transformative
learning. Together with other adult educao-
tors, Dimitri Glaskov distinguishes between
different developmental stages, each of
which can be triggered by transformative
learning (Glazkov, 2020; Figure 1).

Figure 1: Glaskov’s (2020) illustration of developmental stages in adult development, based on work by
Robert Kegan, Bill Torbert, and Susanne Cook-Greuter (CC BY 4.0, Slide 61)

One model for the transformational process
at each step was proposed at the May
CoP, which focused on ‘edge-emotions’
(Malkki and Green, 2014; Mdalkki 2019) that
lead to alearning edge (Figure 2).



Figure 2: A model of transformative learning including liminality and emotions. (First published in Forster et
al, 2019)

The discussion concerned not least what
allows the ‘safe’ emotions to dominate
over the ‘threatening’ emotions and thus
enables the tfransformation to State B to
take place. Not surprisingly, a key was
found to be ‘safe enough space’. Why
this is so, what to consider with regard to
this space, and how to hold it has recently
been explored by Singer-Brodowski et al
(2022), with a special focus on the higher
education context.

While everyone agreed on the need for

a “safe enough space” for the process of
transformative learning to take place and
was interested in how safe spaces could be
generated online, participants in the pro-
ject had different understandings of what
actually triggers transformation. The con-
cept of *edge-emotions” coined by Kaisu
Malkki was complemented by other con-
cepts from other theorists and practitioners
(e.g. Danaan Parry’s “Parable of the Trape-
ze"; Parry, 1997). Further exploration is war-
ranted (see "What we still want to know™).



The intended audience/beneficiaries of
this project are experienced practitioners
of offline fransformative learning wishing to
make the best use of online opportunities
within their own sphere, and online prac-
titioners interested in fellow practitioners’
joint exploration of this specific form of pro-
gram design and delivery.

This report details what we did, as well as
our learnings and sources, principally inten-
ded for researchers and others wishing to
continue this inquiry. Separate documen-
tation intended for practitioners is availa-
ble under the title Online Alchemy: how to
boost tfransformative learning online.

The project partners, as described in Anne-
xe 3, have broad networks and unusually
long experience in both transformative
learning and online delivery of adult edu-
cation programs in different contexts. The
purpose of the project was to build on tho-
se networks in order to:

Bring fogether/consolidate the work of se-
veral networks engaged in TL, and seek out
others with similar interests;

Explore the opportunities and limitations for
TL online;

Publish and publicise our findings.

There is much in common between online
and face-to-face events and programs
when it comes to the quality of program
design, facilitation, methods, and even as-
sessment and evaluation.

Moving from an offline to an online environ-
ment, at a forced pace due to the CO-
VID-19 pandemic, has in some cases led

to innovations. Some of those innovations
can also be ‘retrofitted’ to a face-to-face
environment. In other cases the move has
served to clarify the conditions and proces-
ses involved in transformative learning, and
has given new insights, applicable to both
online and offline contexts.

Our ambition here has been to assemble
insights harvested from the project work
and - primarily in a companion report (On-
line Alchemy: how to boost tfransformation
processes online) - to offer draft guidelines
for quality online transformative learning,
regardless of whether those insights also
apply to face-to-face work. These are far
from exhaustive: they are tentative insights
on and guidelines to good online practice
based on experience garnered in the re-
cent past.

A special case is the growing phenomenon
of hybrid events, with some participants
physically together while others are simul-
taneously present online. It has given rise to
interesting experiences, both positive and
negative, and raises even more questions;
see also the chapter ‘What we still want to
know'.



Contributors were from three distinguishable
learning contexts with different institutional
demands and expectations, and different
enhancing and hindering factors for trans-
formative learning.

Education is one of the three missions assig-
ned by society to the higher education (HE)
sector; together with research, it is general-
ly conceived by the academic world to be
characterised by freedom and objectivity.
The education mission is also perceived as
subservient to research, considered by the
academic world to be the top priority of
most HE institutions. What students learn is
thus determined by the needs of (discipli-
nary) scientific production, characterised
by performance indicators such as high-
impact factor journals and number of pu-
blications, or usefulness for economic ad-
vancement (usually from the perspective of
the unlimited growth paradigm).

This system leaves little space for learning of
a transformative kind, but researchers and
teaching staff in the HE sector who have
had sustainable development in mind since
the 1970s have been infroducing other
educational aims and methods into the
system in order to cater for the need for in-
cluding critical thinking, attention to values,
collaborative skills, and reflection on action
in their work and that of students. While this
should be considered important progress, it
is only a niche development: tfransformative
learning s sfill far from being a mainstream
objective in the HE sector. Efforts to infrodu-
ce it into HE teaching are confronted with
structural requirements such as marks and
measurable indicators, as well as a lack of
pedagogical skills among teachers and
disciplinary silo thinking (Bornemann et al.,
2020).

Online transformative learning is thus a
challenge for the HE sector not because

of the attribute “online”, but because of
the very nature and aim of transformative
learning: infroducing transformative lear-
ning into HE implies intfroducing values,
emotions, and relation to action into peda-
gogical situations, all of which are widely
considered to be contrary to scientific ob-
jectivity. Increasingly, however, transforma-
tive learning is finding its way into HE peda-
gogies, spearheaded by academic staff
for whom inter- and transdisciplinarity have
become a must in research and teaching,
often related to a concern for sustainable
development (Rodriguez Aboytes & Barth,
2019). For some of these pedagogues, go-
ing online has offered a space for additio-
nal experimentation.



Business and other workplaces have rao-
pidly embraced online courses, a trend
accentuated by the COVID-19 pandemic.
The benefits have been so clear, for both
the client organizations and for the partici-
pants, that it seems unlikely that there will
be areturn to ‘business as usual’.

From the point of view of transformative
learning the challenge has been the same
as in an offline environment:

When the focus of the course is personal
development, the transformative potential
is always present; the question is whether
and how to deepen the participants’ expe-
rience.

When the focus is on knowledge transfer,
there may be a transformative ambition
expressed for instance in such phrases

as ‘We want the participants to own this
knowledge’, or ‘We need to improve the
flexibility and action competence of staff’.
A key question is then how to enable such
development without either encroaching
on the liberty of participants or retraining
the frainers.

One aspect of online education that con-
tfributes to answering these two questions is
the potential fo extend courses over time,
to include coaching and peer coaching
between sessions, and to infroduce a conti-
nuity that is often lacking in offine courses.

Informal and non-formal adult education
are perhaps the sectors that have most
readily embraced the opportunities for
blended and hybrid courses, since the only
constraint - apart from any built-in staff iner-
tia to working in new ways - is ‘Will working
in a new way bring advantages of either
quality or profitabilitye’ To judge from the
response to date, both blended and hybrid
have a promising future.



The project was initially announced and
launched through the partners’ networks,
including an intfroductory workshop at the
Higher Education Summit 2020, an online
event in September 2020. Partners invited
people from their networks to register inter-
est in participating or following the project,
which yielded ca. 60 registrations.

Building on comments during the launch
events, and responses on the accompa-
nying registration form, a series of webinars
was held in October-December 2020. From
these additional events emerged a set of
challenges that served to inspire some of
the ensuing experiments, as well as overall
agreement on the various ‘arenas’ that
could be studied, other useful comments
on the design of the project, and a growing
sense of the immediate relevance of the
subject area.

Five arenas were identified, and used
throughout the project:

1. Program design

2. Facilitation

3. Assessment and evaluation
4. Methods and materials

5. Software options

Interestingly, during these events, trans-
formative learning practitioners from very
different environments (higher education,
workplace education, other adult edu-
cation) and educators interested in tfrans-
formative learning but not yet familiar with
it, met in groups discussing the challenges
and were confronted with the fact that
their contexts, the declared purposes of
learning, and the participants in learning
events (i.e. “learners”) were very different,
leading to different understandings of the
challenges. This increased the possibility of
learning from one another: when what you
expect is so different from what you get,
the learning effect is indeed very strong.

Four types of event were initially identified.
Later a 5th (asynchronous) was added:

a) Webinar or other one-off event
b) Up to one week intensive

c) Recurring over a longer period
d) Hybrid (not exclusively online)
e) Asynchronous/self-study


https://www.higher-education-summit-2020.com/

Altogether, eight challenges (see Figure 3)
emerged out of the initial webinar discussi-
ons; contributors agreed to consider them
when defining their experiments. Challen-
ges 1-2, 4-5, and 7 were indeed taken up,
as reported in the chapters concerning
what we learned. Challenge 6 was appro-

ached but not seen through to completion.
No opportunities to carry out experiments
focused on Challenges 3 and 8 were found
during the lifetime of the project. Conse-
quently they were dealt with only tangenti-
ally or not at all.

Figure 3: Online transformative learning challenges and questions identified and discussed by project con-

tributors



Challenge 1. How to turn a program
designed for knowledge transfer into
a transformative experience

Q. Is it possible to turn a program designed
for knowledge transfer into a transformative

experience? If so, is it different when the
program is online?

Q. What type of online facilitation is requi-
rede

Q. How can participants support the
change?

Challenge 2. What to do differently,
if designing for online, rather than
adapting

Q. What fimings, logistics and situational
constraints should we considere

Q. Can we teach the same content online
as face-to-face?

Q. Is there a need to articulate the objecti-
ves and learning outcomes differentlye

Q. Would the instructional strategies and
assessment methods change®?

Q. How do we plan the creation of safe
spaces online?2 And how can we deal with
comfort and discomfort of participants
when designing online transformative lear-
niNg?

Challenge 3. How to raise awareness
of the potential of online transformati-
ve learning

Q. How best to counter a culture that sees

online work as a necessary evil rather than
an opportunity?

Q. How to enable practitioners to create
their own experience of tfransformative lear-
ning through online supporte

Challenge 4. How to support leaders
to ‘transmit their new reality’ to their
community

Q. General approaches to transforming
workplace culture

Q. What are each leader’s specific needs
and how best can we know them?e

18

Challenge 5. How to get participants
to assess their online experience

Q. What methods and approaches are
more useful in engaging learners (and

students in the HE context) to assess their
online experience?

Q. How can these methods reinforce lear-
ners' transformative learning experience?2

Challenge 6. How to work online with
disadvantaged and disempowered
groups

Q. What are the benefits and challenges of
working with disadvantaged groups online?

Q. What techniques can be used to engo-
ge these groups more effectively in an on-
line transformative learning experience?

Challenge 7. How to assess students
online in an HE context
Q. What approaches and methods can

we use to assess online, in particular when
there is a need for providing marks?

Q. What does this institutional requirement
lead to and how can one deal with it in a
transformative learning environmente

Q. How can student online assessment itself
support fransformative learning?

Challenge 8. How to design courses
that challenge students and teach
them skills and interests that they can
use in the long term

Q. What strategies and techniques can be

used online to challenge students’ thinking
and actions?

Q. Can we support the development of all
types of skills onlinee Can we support the
development of different skills?



A total of 22 experiments by 18 experi-
menters in 10 countries were tracked in the
course of the project, more than initially
anticipated. Continuous contact with ex-
perimenters and other people interested
was maintained throughout the project
period with the monthly meetings, leading
to a sense of a Community of Practice, or
CoP (see also chapter below), as well as
through telephone and Zoom interviews
with some of the experimenters and other
contributors.

Following ongoing tracking and analysis,
work at the Transnational Project Meeting in
Croatia in September 2021 marked the start
of an infensive period where the collected
material was examined for relevance to
the five arenas of experimentation, while
cross-referencing against the three above-
mentioned learning contexts (higher edu-
cation, workplace education, other adult
education), as well as types of event.

The desk research gave an additional
source of material.

The aim of the desk research was to find
material on online fransformative learning
and to enrich our findings with this material
or to show where experiments brought new
insights to the discussion. While preparing
this report, we added material of relevance
to fransformative learning in general. This is
documented in Annexe 4.

After realizihg how diverse the community
of practice was and how different were
questions of concern to the potential ex-
perimenters, a series of 40 individual inter-
views were conducted with those who had
signed up, as well as with others attracted
to the project at a later stage, or consulted
along the way. Most of the interviews were
conducted by Annika Piirimets, with some
carried out by Marilyn Mehimann and a
few more by other project team members.

The interviews proved to be a valuable
additional source of insights, later incorpo-
rated into the learnings. They also streng-
thened the building of the Community of
Practice.



The initial plans did not include this ambi-
tious program of ‘Community of Practice’
events. However, the infroductory events
where numerous practitioners met com-
pletely new fellow practitioners from very
different professional contexts proved so
attractive and so rich in content that it was
decided to offer them on a monthly basis
starting in March 2021.

Each monthly event took place twice, at
different fimes on the same or consecutive
days, to enable as many people as possi-
ble across Europe, and indeed also from
other continents, to join. It was not unusual
for one person to attend both events in the
same month.

14 people attended the open discussion,
intfroduced by Annika Piirimets. Ideas were
exchanged, in particular about how to as-
sess or measure success. Four metrics were
jointly developed: enhanced self-knowled-
ge, enhanced social competence, enhan-
ced action competence, enhanced tole-
rance for uncertainty.

Thomas Herrmann introduced the first ses-
sion and Boris Goldammer the second,
with a total of 20 people attending. Seve-
ral experiments were presented and ideas
exchanged. It was agreed to have regular
meetings and agreed that each should
have an overall topic and if possible a per-
son to infroduce the topic.

Anne Zimmermann and Sandra Wilhelm in-
troduced research and ongoing discussion
on the subject of ‘edge-emotions’, as a
significant factor in fransformative learning.
25 people took part altogether.

Marilyn Mehimann infroduced the topic
with questions designed to elicit contribu-
tors’ own experience of learning online. The
focus was on how to encourage and ena-
ble students/participants to take responsibi-
lity for their own learning process. 18 people
took part altogether.



August: Integrating learning in life

Alan Ramic initiated the discussion with
examples from his experience in workpla-
ce education. “Integration is crucial. If you
don't integrate, there is no learning and
people don't use the learning in their work.”
Allin all, 17 people attended.

September: Failure!

Where have we failed in our efforts to ena-
ble online fransformative learning? Marilyn
Mehimann led into the topic by providing
an example of a failure that provided new
insights. A total of 17 people participated.

October: What is emerging?

Have we, individually and collectively,
learnt anything from our experiments and
exchanges in the OnTL project? What are
we doing differently? What did we need
to stop doing? What do we most want to
learn more about? Annika Piirimets intfrodu-
ced the topic with a *‘walking tour’ of the
project Miro board. 16 participants altoge-
ther.

November: Experimenting with an
online festival.

In the spirit of an ‘ongoing enquiry’, conftri-
butors were invited to bring their personal
passions and burning questions regarding
online transformative learning to a dynamic
mingle-and-talk online festival, attended by
17 people.

Continuation

In view of the considerable interest, the
partners have undertaken to confinue to
convene monthly meetings during the post-
project period February-June 2022.
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Key findings and lessons learned are pre-
sented in several chapters below under
headings related to the ‘arenas of expe-
rimentation’ defined early in the project.
The ‘arena’ chapters are preceded by a
chapter on clusters, i.e. learnings that refer
to several arenas.

Some clusters of observations
Program design

Facilitation

Assessment and evaluation
Methods

Software and technology

The reflections and conclusions in those
chapters are drawn from an analysis of the
different experiments carried out by contri-
butors and the online exchanges that took
place with the project community of prac-
tice (infroductory sessions, monthly mee-
tings and personal interviews with experi-
menters), as well as from material garnered
during desk research.

Synthesizing material from the very different
learning contexts proved fruitful. Questions
of assessing and evaluating education, for
instance, carry very different associative
burdens in academic and non-academic
contexts, which sparked discussions not
only on how to conduct assessments but
also on how and whether transformative
learning can or should be pre-defined as a
‘learning objective’.

It was also observed that the different con-
texts responded differently to the exigen-
cies of the pandemic; or, rather, that while
all contributors reported rapid transition to
online learning, the reports from higher edu-
cation differed sharply in the quantity and
quality of support given. In the academic
world, with some notable exceptions, there

seemed to be a widespread attitude that
online education was a necessary evil, un-
like the other sectors; and many educators
were ‘sent home' with very little support.

Experimenters from the higher education
sector also reported a widespread tacit
assumption that the role of (their) educao-
tion is primarily transfer of knowledge, and
thus that teaching - understood as transfer
of expert knowledge from lecturer to stu-
dent - is in focus rather than the facilitation
of learning.



There is agreement in the literature as well
as among conftributors in the OnTL project
that facilitators of transformative learning
processes need to provide and hold a
“safe space” where transformative lear-
ning can take place. It is indeed generally
regarded as a basic element not only of
transformative learning but of almost all
significant learning, notably in the informal
and non-formal sectors (Forster et al., 2019).
There is a parallel to the concept gaining
support in business of “psychological safe-
ty” as a prerequisite for effective organisa-
tional learning in uncertain conditions (Ed-
mondson and Nickisch, 2019).

In this project we identified two specific
aspects of safe space that implicate all
arenas:

The concept of ‘safe enough’ space: too
safe can be as disabling as unsafe

The paramount importance of trust at all
levels and in all directions (initial webinars)

These are not specific to an online environ-
ment, though their manifestation may call
for innovative approaches and methods.

‘Safe enough’ was explored through the
concept of edge-emotions (CoP May),
which points to a learning environment in
which positive emotions are able to coun-
ter-balance negative edge-emotions. Or, in
the words of a renowned futurist, “Change
happens when there is a reasonable bao-
lance between disappointment [fear] and
hope” (Ziegler, 1995). Ziegler continues:
“The future is a metaphor for the present”:

the balance between fear and hope enao-
bles a realistic presence in the here-and-
now that in turn opens a space (Wheatley,
2009) for tfransformation.

Trust is seen as a key component in creao-
ting and maintaining a ‘safe enough’
space. Trust at many levels: in oneself,

one another, the group one identifies with
(“Scouts come with a pre-built safe space.
The scarf around the neck gives trust.”
[31S1]), the organisation (Edmonson and
Nickisch, 2019), the method, the process
and/or the content. Or perhaps most im-
portantly: the facilitator. “*As long as we
trust the facilitator, we will get our learning
done, no matter what. As soon as we think
that the course leader is trying to talk down
to us, lecture to us, oris not in control of the
process, we get derailed in our learning.”
(June CoP). This, obviously, requires that
facilitators be highly proficient in listening to
parficipants and making them feel listened
to. But fostering participants’ ability to listen
to one another also helps to increase trust.

Safe space, and indeed trust, need to be
seen in relation to the expectation of each
participant. Expectations have numerous
impacts on outcomes, several of which are
mentioned below. One negative factor
specific to the online environment is the
immediacy of attendance, reducing the
opportunity for a participant to (re-)set ex-
pectations to a realistic level.



Balance, mentioned above, has emerged
as a ubiquitous key word in the project for
all arenas and all levels. Finding the sweet
spot between too much and too little has
repeatedly come up as being essential for
transformative learning, whether offline or
online. For example, the degree of vario-
tion, structure or transparency can help
make or break safe enough space. At an
even more granular level one can talk ab-
out how to balance the number of partici-
pants in breakout rooms, distribute breaks,
or deal with silence online.

Perhaps the most important and at the
same time most difficult balancing act for

educators of TL is to help the transforma-
tive process to keep moving forward. This
requires a balance within the participant
between a visceral sense of safety and a
motivation to explore. Different traditions
and theories of human development have
expressed this in different ways: the bao-
lance between love and will, being and
doing, and hope and disappointment, to
name a few. The need for this gauging and
the challenges connected with it have
been brought up numerous times by the
conftributors to this project. See in particular
conversations from the May CoP sessions.

Figure 4: Clustering of ideas and insights related to the home-alone effect



The positive effect of being at home alone
referred primarily to participants, particular-
ly in an HE context. “The personal develop-
ment of introverted students benefited from
the online situation. They came back to
class blooming. The hypothesis is that it's

an effect of a safer and peaceful space at
home combined with more individual work.
A reflection is that they normally took other
students (and others’ feelings) too much
into account. Now they could and were
forced to focus on themselves.” (30NQO)

Some facilitators also reported benefits for
themselves (eg webinar, CoP March, CoP
October, experiments referred to in Figure
4). Others, on the other hand, spoke of very
high stress levels when being thrust abruptly
into a “home alone” situation and expec-

For some contributors (experienced facilita-
tors!), being confronted with new software
initially led to frustration: “| felt disempowe-
red by not knowing how to use this software
[Miro] and being thrown back into the role
of a complete beginner” (webinar). Some
degree of handholding is essential when
introducing new software; importantly, it
fosters empowerment (31SI).

There seems no doubt that software, judici-
ously chosen and skilfully used, can smooth

s it possible to turn a program designed for
knowledge transfer into a transformative
experience (both face-to-face and on-
line)e

Answering this challenge is basically giving
a blueprint for how transformative learning
takes place; and it is equally challenging in

ted to simply do online what they previously
did face-to-face. Their experience high-
lights the importance of offering training in
the use of the technical platforms, at the
very least; something that should perhaps
have been obvious in an educational insti-
tution but clearly was not, at least not ever-
ywhere, or was not welcomed by acade-
mic staff unwilling or unable to invest time in
exploring the possibilities of online teaching.
The pandemic threw everyone into cold
water. In some cases, students in the HE
context suffered a lot from isolation, missing
the opportunity to literally be a student with
other students, in a cohort of learners doing
many things fogether in addition to acqui-
ring new knowledge in their field of study
(Karrer et al., 2020).

the path to tfransformative learning. (12SE,
13SE)

Some risks are equally clear. Those discus-
sed at the April CoP were focused on the
consequences of poor software choice, i.e.
mismatched to the needs and capability
of the participants (or the facilitators); and
lack of skill in delivery, particularly the ab-
sence of any necessary training and practi-
ce for participants and facilitators alike.

online and face-to-face environments. The
responses below are partial or preliminary
answers derived from our source materials
concerning online activities; much remains
to be explored, especially in the HE con-
text, where knowledge transfer is the usual
pedagogical norm and is associated with



a disembodied learning experience. This
leads students to expect being told what to
learn (see also below).

“Online is just a format with its own tricks
and challenges, but first and foremost
there is facilitation.” Adding a transforma-
tive edge to a university course requires
the educator to be able to shift between
teaching, facilitation, and facilitating trans-
formative learning processes; and to know
when to do what. (5NL)

Staffing ratios and group size are often
limiting factors, because transformative
learning is more likely to occur through in-
tensive personal support. These factors are
particularly acute in the higher education
sector.

On the other hand, there is the urgent need
for socio-ecological tfransformation, which
can hardly be achieved without transfor-
mative learning (UNESCO, 2021). We may
also assume that someone who enrols for
a course will have a certain curiosity both
about the subject matter and about his or
her own attitude toward it.The easiest and
perhaps best way out of this dilemmais for
teachers/facilitators to be open with their
own intentions. If, in addition to feaching
the material, the goal of an expanded
worldview is already written in the invita-
tion, no one will feel caught off guard.

However, transformative learning cannot
be a testable learning goal (Malkki and
Green, 2014). One's own worldview is not
something that can be prescribed by an
examination regulation, nor should it be
(Reinhardt, 2017). But it can be authentical-
ly exemplified by the educator. If a number
of students are inspired by this, much has
already been gained.

It's important to distinguish between know-
ledge on the one hand and insight and un-
derstanding on the other. There is a border
between knowledge and understanding,
or insight, and crossing it enhances action
competence and thus brings transformati-

on closer, once the learner takes ownership
of the learning process.

Knowledge leads to debate, unders-
tanding leads to action.
- quoted by Kurt Larsson

There can be a direct path to fransforma-
tive learning by knowledge transfer, if a
body of knowledge is sufficiently extraordi-
nary - and disturbing - to cause individual
participants to start questioning what they
thought they knew. (CoP June)

The facilitator can influence the degree of
transformative learning in a program. For
example, what facilitation tools and pro-
cesses are used to create safe space?

Of the myriad ways of building caring con-
nections, one critical example is the ability
of the facilitator to trust the innate ability of
participants fo determine how ‘deep’ they
can go (Pollak, 2014). Another is the level
of self disclosure of the teacher/facilitator,
one approach to which can be storytelling
about personal examples in answer to par-
ticipants’ questions. (11SE)

Program design is another path. The possi-
bilities of variation and duration enhance
transformative learning. (11SE and 8HR).
One suggestion: approach a traditional
subject by starting with the perspective that
the student must be able to reinvent the
subject, due to a rapidly changing reality.
This leads to more openness to transformati-
ve aspects. (March CoP)

Another perspective: often action comes
before understanding (CoP June).

As many as 80% prefer to try something first
and then get the theory. Educators need
to cater for both, and to be aware of their
own preferences.

“To learn to formulate an intention and act
upon it is a skill we sometimes forget to use
and teach.”



The question of the core role of an educa-
tor was present in many of the discussions
and was a specific focus of the June CoP,
starting from the question: How do we as
online educators handle learners who want
to be taught?

In general there seems to be consensus
that in transformative learning the key role
of an educator is best expressed as “to
enable learning”, implying that participants
are ultimately responsible for their own lear-
ning and should not simply wait for know-
ledge to be transferred to them.

The question is thus generally valid, not only
for online environments, as are some of the
specific frustrations mentioned:

If the employer or person who assigned the
task of training or teaching to the educator
had other intentions than the students.

If the educator’'s own expectations are hig-
her than the students’ expectations.

If the educational system requires a mar-
king system that focuses exclusively on
knowledge transfer (this is particularly the
case in HE) and students come with this
expectation.

Online environments have been found to
present or exaggerate such challenges as

Difficulties handling inclusion in very interac-
tive teaching sessions, from an intercultural

point of view (CoP June) - which in a sense
is counter-intuitive, since online there is no
such thing as a ‘home game advantage’.

Language and cultural barriers, not least
because adequate interpretation services
online have so far rarely been made avai-
lable.

The general measures that are suggested
to counteract these tendencies (e.g. 8HR)
could be summarised as

Facilitator-oriented, primarily in the form of
professional development for facilitators

Design-oriented, i.a. by including peer coa-
ching in the program structure

It was also pointed out that program struc-
ture is important in relation to expectations;
see below in the chapter Program design.
Curiosity is seen as an antidote to frustration
with a loose structure or not enough infor-
mation. High intrinsic motivation can com-
pensate for under-structuring.

Specific methods to enable learning were
also suggested, including teaching how to
listen (see above, Safe space, and below,
Building a safe space by design) and role
play (e.g. 18IT). However, in accordance
with general principles of successful peda-
gogy, the choice of methods was found to
be secondary to the skills of the facilitator
(Ferrucci, 1982/2009).



A situation with strong reactions can be a
transformative learning experience in itself.
At the June CoP it was suggested to make
the friction transparent and discuss it. One
experimenter had asked students to self
classify as:

Explorers (really want to know something/
learn everything)

Shoppers (want to learn or find one useful
thing)

Visitors (are happy to be here even if they
don’t learn anything)

Prisoners (would rather be somewhere else
if they weren't forced to be here)

Among the new and different opportunities
that have been observed when working
online, contributors mentioned (eg in April
CoP):

The possibility of anonymity or at least dis-
tancing for participants, thus removing
some of the barriers fo engaging in signifi-
cant inner work

Greater flexibility in program design, for
example in dividing a long educational
program into shorter sessions than are prac-
tical when people need to travel physically

Greater opportunities to bring together,
at low cost, people from different regions,
cultures and disciplines

An opportunity for regular exchange of
experience (eg CoP) with no geographical
and few temporal limitations

A possibility to bring learning to learners,
rather than the other way around. Not
only in terms of geography as mentioned
above, but to insert learning where offline
learning is not possible, due for example to
lockdowns. (8HR)

“In one course, of 26 we had 22 prisoners.
We invited the prisoners o name something
that would make their life in prison a little
easier, and then go from there.” (22DE)

Advice from the experimenters: take it slow,
be gentle, address and invite everyone

in an open way to share and conftribute,
and appreciate whatever the participants
conftribute, while keeping your own focus
constantly in mind.

A question of a different order concerns
self image. When mirrors became common
property, the perception of self was deeply
affected - in several different ways (Well,
2018). Now, through platforms such as
Zoom, it is for the first fime possible to obser-
ve oneself from ‘outside’ as a member of

a group. How will this affect self image and
team building?



Clearly, the opportunities and constraints
for program design vary considerably de-
pending upon the type of event. Even a

very short event can have transformative
potential, as several of our experimenters
have demonstrated (12SE,15SE). However

One route to effective program design
can be to use or adapt an existing metho-
dology for reaching pedagogical goals.
Four such methodologies were explicitly
mentioned by experimenters: Theory U
(Trigger, 2019), Learning for Change (Be-
naim & Mehlmann, 2017), Genuine Con-
tact (Genuine Contact, 2021), and Dragon
Dreaming (Koglin et al., 2021). Each was
designed for face-to-face events and has

One challenge identified during the initial
webinars was the question: what would we
do differently, if designing for online rather
than adapting? There could in fact be a
sliding scale, from a strict adaptation, even
“translation” from offline to online, to com-
pletely new online design.

A simple example of a straight franslation
is a series of (offline) lectures broadcast
online for the same audience, for conve-
nience and the possibility of asynchronous
access.

Another example of a straight translation
might be in order to lower the threshold for
those less confident in the online environ-
ment. It could for instance be when partici-
pants draw the seating arrangement on a
piece of paper, use a “real” talking stick in
the form of a pen, etfc. It is a familiar thing
to do. The design for online might have the

the recommendations concerning pro-
gram design refer primarily to educational
programs that span more than one event,
ranging from several days to months of co-
lendar time.

subsequently been used for online and in
some cases hybrid events.

A tentative conclusion is that the processes
embodied in methodologies can be suc-
cessfully used in program design, while the
individual methods used at each step of a
process may need to be adapted or rein-
vented.

same procedure for other reasons, to bring
in tactile practises for varied learning, etc.
(15SE)

On the other hand a new design for on-
line delivery can take into account the
reduced cost of bringing people together.
Whereas a long program for face-to-face
education is often planned in one or a few
gatherings to reduce travel costs, an online
(or blended) program can be conceived
to make the most of the participants* time
and receptivity to learning, with more but
shorter gatherings.

Equally, a new online program can take
advantage of the physical location of the
partficipants. For instance, a workplace
program can bring in aspects of the work-
place (8HR), an environmental program
can bring in aspects of each participants’
actual environment.



An additional factor is that instructions
need to be given differently online; they
need to be clearer than offline, and this
has implications for the program design. It
might necessitate more time and perhaps

We have mentioned the importance of

safe space in a fransformative process. This
is fo a large extent a question of skilful facili-
tation, but program design can also contri-
bute. For example, the design can include:

Teaching how to listen, not least to oneself
Space to build personal relationships
Allowing anonymity of participants

The ‘right’ amount of structure

Time allocated to help participants beco-
me better listeners is well repaid. Indeed,
some educators believe that this should

be a prominent element at the start of all
programs with fransformative intent, whet-
her online or offline (34UA). Particularly
supportive of transformative learning is the
approach of Deep Listening, not only listen-
ing to others but also to oneself (Mehlmann
& Pometun, 2013).

The question of physical comfort or discom-
fort needs careful attention in an online
environment, both with regard to program
design and facilitation. See under Facili-
tation below. This includes the question of
comfort or discomfort with the level of inter-
action with fellow participants. It appears
that in an all-online environment, partici-
pants may lack the unstructured socialisa-
tion that normally occurs in breaks.

In other words, a safe space for partici-
pants to build relationships “outside the
virtual classroom” is beneficial for frans-
formative learning processes. The smallest
interactions sometimes make a big diffe-

a specific method, for example dividing
big movements into small actions, and thus
dividing the instructions (313l, 7HR). This is
particularly important when using more
than one software.

rence. The benefit of being able to attend
a conference in one city and go seamlessly
info a meeting in another, is at the expen-
se of small informal social contexts that
shouldn’t be underestimated, according
to our experimenters. The online context
not only deprives us of experiencing each
other’s energies, fouch and smell, but also
the extended experience of the visual and
auditive, as there is no fime and room for
small talk.

“There is something missing if you don'‘t
physically go to a meeting. The way to the
event is part of getting attuned, feeling
one's expectations, raising anticipation
and strengthening the purpose/ wilingness
to go to this event. Whereas if you join an
online meeting you might have just before
answered some emails and been involved
in a fotally different topic. The transition
from one to another topic / meeting is
missing then.” A question to further explore
might be how to find adequate substitutes
for the journey to a workshop in order to
host the fransition (65DE).

One solution for this is to actually actively
host such interaction: a program design
can include and provide online spaces
where participants/students can meet
outside the learning context, and even by
happenstance (56CH). Two such experi-
ments were highly successful (13SE, 65DE).

One example is the program gather.town,
another is the use of the program Wonder,
where people can meet and mingle wit-
hout a host or time limitations. The results
from one experiment showed that all par-
ticipants found this particular online space
to influence the groups’ collective safety
positively (13SE). See also under Facilitation,
Careful preparation.



“To have authentic online interactions, we
must strive to change our mindset towards
more natural interactions. | would even
dare to hypothesise that social interactions
are just as easily possible [online]. We just
have to change our approach and espe-
cially our prejudice against this new form of
contact. We must start treating virtual inter-
actions the same as physical interactions.”
(56CH)

Other suggestions (56CH) are:

Leave the virtual main room open during
breaks, lunch, and right after a course/
workshop, and also make a few breakout
rooms available for spontaneous face to
face chats. Encourage the participants
to chat with a beverage of choice, just as
they would if the meeting were physical.

Include enough breaks throughout a day
and randomly place small groups of peop-
le into breakout rooms during these breaks.
The choice is theirs whether they stay or
leave.

Encourage people to contact each other
with specific questions.

Allow private messaging.

Moderate discussions so that everyone has
a chance to speak.

Set up a virtual room where people can
meet even when the course/workshop has
finished.

One unique aspect of online learning is the

possibility for participants to be anonymous,

whether ‘permanently’ orin a particular
situation.

When working with particularly vulnerable
groups, participants can for instance be
enabled to use an icon instead of a photo
or video image; or simply be ‘permitted’

to switch off the camera or give a pseudo-
nym.

It can be easier to share and give feed-
back when you can be anonymous, both
regarding personal information and feed-
back to a facilitator. An online whiteboard
can be used for participants to post feed-
back while the facilitator is absent. (April

CoP) - though with the caveat that in some
programs (e.g. Miro) the board owner can
see who placed which post-it in the board
history.

One experimenter reports that Zoom work-
shops challenged the social competence
of the participants, as most of them were
reluctant to share their experience and
opinions at the beginning of the program.
Work in small groups helped to ease that
fear/anxiety (8HR). An observation in the
reverse direction is that recording partici-
pants’ reflections may have a positive ef-
fect in itself, as it supports self-reflection and
meta-level thinking. (33SE)

Both anonymity and enhanced visibility
can thus have positive effects. And both
anonymity and enhanced visibility in the
online mode raise the question of the role
of and potential for authenticity in the virtu-
al space - a value that is known to be key
in facilitating transformative learning events
(Kreber, 2013).

As noted at the June CoP, even slight over
or under-structuring can cause frustration
and even trigger strong reactions - by
educators as well as participants. While an
open structure is in principle positive since it
enables participants to ‘own’ the learning
space, too much flexibility also carries risks;
for instance, the risk of straying off-topic, or
the risk that participants’ trust in the facilita-
tor is eroded because of a suspicion that s/
he is not sufficiently well prepared.

The level of structure may thus influence
safe space as well as focus and productivi-
ty. Some points from the June CoP for facili-
tators/educators:

It tfakes more time to structure for online
learning.

Understructuring can lead to a multitude of
questions that the educator might not be
able to answer.

If things are left too open the risk is that par-
ticipants stray away from the topic.



Too little structure may make it seem that
you are not prepared, and affect the per-
ception of the quality of your program.

Although many students like orientation,
over-structuring can hinder experiential
learning.

Most emphasis in discussions has been on
the benefits of varying the pedagogy. A
point was also made that fransformative
learning is helped when the participants
come from varied backgrounds: “Other
people with different worldviews, other en-
vironments than disciplinary arenas” (initial
webinars).

A single, well-designed and facilitated ses-
sion can be long, productive and include
collaborative and fun elements, and still not
be exhausting. Variation is one important
factor to achieve this. Examples (CoP April,
33SE)

Set the session to start 10 minutes before it
really starts and ‘have coffee’ together

Make space for individual reflection

Breakout rooms and polls with questions/
work that result in something useful for the
outcome of the meeting

Make room for participation, e.g. met-
hods to take turns to talk, or put post-its on
boards

Include something for all senses, as well as
paying attention to aesthetics

Include body work: dance, work with clay,
drawing ... Extra preparation time for this is
needed, possibly including sending mate-
rials beforehand (44US)

Take advantage of access to online media,
eg make presentations with multimedia
content

Structure can be varied according to the
shiffing needs in a course or program. One
example is to keep a more firm structure at
the start, and eventually loosen it. (33SE)

Different audiences need different levels of
structure, compare e.g. a big class of first
year university students and a small homo-
genous group of colleagues. (59HR)

Variation is important for the successful
design of long-term programs, particularly
variation between knowledge/content and
action/implementation. (11SE, 8HR, 5NL).

This can mean including both asynchro-
nous and synchronous activities, of which
the former are content/knowledge focused
(MOQOC:s, videos, readings, quizzes, etc.)
and the latter are used for interaction.

Such programs also tend to have well
functioning peer exchange/support sys-
tems (oral) and systematic opportunities for
reflection.

As mentioned above, text-based platforms
for peer support have generally not been
successful. Also, in one experiment partici-
pants preferred to change text-heavy assi-
gnments for longer synchronous workshops.
(5NL, 8HR)

Self-study programs offline are at least as
old as the workers’ education movement
in Europe. The traditional use has been for
knowledge transfer. Online, such functions
are today frequently the province of either
MOOCs or apps.

Two experiments reported on testing such
an approach: one small, individually orien-
ted, totally time-independent, and unmo-
derated (12SE), the other bigger, with some
ambition to achieve not only individual but
also collective results and thus with a limi-
ted timespan (12AT). The outcomes to date
are inconclusive.



The small experiment appears to have
succeeded in its major objectives, using
an approach where the content itself is
the triggering factor for a transformation in
perspective on a particular activity, name-
ly written communication as a vehicle for
empowerment.

The larger experiment received positive
feedback by participants in a survey car-
ried out after the end of the course. They
appreciated the functionality of the course
platform (Moodle) and claimed that they
gained new knowledge and improved their
understanding of the provided topic. Ho-

Learning proceeds differently online, re-
garding time. In general it takes longer to
anchor the subject, introduce and do the
work.

In a performance context, eg dancing, sin-
ging, acting, the online situation requires of
participants that they practice individually.
It was observed that this inability to ‘hide’ in
a context of group performance in the end
led to more lasting and integrated know-
ledge and skills, which made their progress
more successful and advanced. They sim-
ply had to understand everything individu-
ally. (30NO)

A general observation is that online course
modules need to be short - generally,
shorter than their offine equivalents.

Use of tfime was also brought up at the
March CoP. It was noted that depending
on the topic, context, and participants,
online learning can take either more or less
time than face to face.

The need to focus can speed things up.
One experiment reported “unprecedented
pace” in decision-making processes in a
workplace setting. (22DE)

wever, the survey results do not permit any
judgement about whether transformative
learning happened or to what extent. It
seems safe to say that it is difficult to achie-
ve transformative learning in a self-study
course with little interaction between fa-
cilitators and learners and it is even more
difficult to assess such. The technical setup
of the course and the didactical concept
(including a forum for interaction, imple-
mentation of quizzes, etc.) need to be well
thought out in order to compensate for the
lack of immediate feedback and interac-
tion.

The anchoring of the material individually
becomes more solid, but it also fends to
take more time.

It was also agreed that an online program
has the possibility to offer offline elements
to give participants more time to carry out
tasks. One of the major advantages with
online learning in the workplace is indeed
the possibility to extend the program, for
instance with time for reflection or expe-
rimentation between sessions. Such alter-
nation is of course a characteristic of blen-
ded learning, shown to be successful when
combined with an extended time-frame
(5NL, 8HR, 65DE).

Several experimenters reported substantial
differences between shorter on-site trai-
ning and longer online programs, where
the longer programs were adjudged more
satisfactory. (8HR, 22DE)

Another aspect of time is continuity. Long
programs and regular, frequent synchro-
nous meetings create the possibility for
deeper relationships and transformative
experiences. (60HR)



Time and continuity also enhance the
potential in asynchronous activities, and
the opportunity for them to blend with daily
life. Firstly, the activities can be done at the
parficipant‘'s own pace and own fiming.
Secondly, asynchronous activities can con-
sist of microlearning units, very small mo-
ments of reflection, action or learning units
of only a few minutes that can easily be set
aside by the learners if it can be done as
part of a daily schedule and does not need
to be synchronized with the whole learning
group: it would not be feasible to arrange
a meeting for just five minutes. In this way,
small bits of learning can happen more
often in alearner's daily life.

These factors are particularly interesting
for building habits, a key topic in transfor-
mative learning. Microlearning units bring

ease to the transformation processes as
they enable connection with the new way
of thinking or behaving in baby steps that
bypass the ‘Inner Bodyguard’, the inner de-
fence system of the status quo (Sher, 2015),
and continuously nourish the desired new
state over a long period of time until the
new way is naturally incorporated into the
learner’s life. (65DE)

The potential of online events to include
people from around the globe poses the
additional question of time zones. The mon-
thly OnTL CoP meetings were scheduled
twice each: once in the morning and once
early evening, to enable more people to
participate. This proved to be a successful
strategy. A few people chose to attend
both sessions; mostly, attendance was dif-
ferent.



Offering individual or small-group support
to participants before, between and after
sessions is not exclusive to the online envi-
ronment, but emerges with clarity from our
source material as something to be plan-
ned, structured and facilitated. Such sup-
port can of course itself also be provided
online; when offline, it brings the event into
the category of ‘blended’ learning.

It is hard to overestimate the importance
of such support for transformative lear-
ning, since it adds two critical dimensions
to regular educational events: continuity
over a longer period, in itself an important
component of empowerment and thus of
transformation; and the opportunity to ‘dig
deeper’ into the personal ramifications of
the topic studied. In addition, a heightened
level of support helps to ensure that the
,safe enough space’ is held beyond the
training events.

Several forms of support have been repor-
ted by experimenters.

Preparation in the form of (eg) a video to
view, questions to consider, or observations
to make (5NL, 8HR, 33SE)

Peer coaching (5NL, 8HR), including Lear-
ning buddy (August) (33SE, 8HR)

(Self-defined) tasks to undertake and report
on (8HR)

Individual or group coaching by the faci-
litator (5NL), generally impractical offline
except in the form of conventional tutoring,
but made much more accessible in an on-
line environment

Another example of enhancing the expe-
rience of communication between the

facilitator/educator and participant is to
increase the number of individual emails
or messages. More emails before, during
and between the days of a workshop and
to make them more personal, is a way of
compensation. Also, to include the partici-
pants' (asynchronous) written conftributions
during a workshop, verbatim, may enhan-
ce the experience of being seen and he-
ard. (33SE)

In future, adult learning may take the form
not only of hybrid events - combining on-
line and offline teaching synchronously in a
classroom - but also offer an opportunity to
infroduce blended learning into the work
week.

For instance, it might be increasingly ac-
cepted...

... foremployees to set aside (say) one day
a week for principally online education,

for a limited or extended period, making
‘sandwich education’ a realistic choice for
many

... for students to attend school physically
half of the week and digitally the other half,
which would permit school buildings either
to be used for twice as many students, or to
serve other purposes as well. (11SE)



It seems clear that an educational program
can be designed to bypass the ‘rational’
brain and frigger a shift info an enabling
zone. Some discussion has concerned
whether or not this is an ethical choice
(14CH, CoP May); see also the chapter
What we still want to know. In summary,

it is deemed important for ethical as well
as practical reasons that any movement
towards the ‘edge’ is encouraged from a
‘safe enough space’, that it is on an invi-
tational basis, and transparent, and that
the facilitator is equipped and prepared to
handle any difficulties that may arise.

Given that this ethical dimension has been
sufficiently well addressed, it can be useful
to examine different types of tfrigger. Some
of those proposed by experimenters were

in the categories of:

Play and gamification
Role play

Especially if there is not much frust yet in
the facilitator or in the programme, or if the
group is very insecure, making the course
programme visible is very important, either
before the start or at the very beginning.
This enables participants to attune them-
selves to what they can expect and what
is expected from them, and reduces fears
and insecurities.

Once the participants trust the facilitator
and trust that the learning journey is wor-
thwhile, and are confident that they will be
able to handle what they encounter in that
journey, the transparency of the course
programme loses its importance. Still it

can be a good means for co-creating the
course programme by inviting participants’

Some methods proposed within those cate-
gories are given in the chapter Methods.

It has been suggested that there could be
other triggers. One example is content: if
the ,science’ presented is sufficiently un-
settling, it can start a TL process. Or exposu-
re to other worldviews among participants,
in a welcoming, accepting atmosphere
(webinar).

From the May CoP, a word of caution con-
cerning play: Offering play does not auto-
matically invite everybody into a playful
mode; instead it may reactivate childhood
states such as envy or competitiveness. It's
about the culture, and the atmosphere
within which the invitation to playfulness is
made.

If negative emotions such as envy arise,
they need to be acknowledged. Recog-
nizing and understanding their source can
help not only the individual but the whole
group move forward.

ideas, feedback and wishes into the pro-
gramme.

The question of physical comfort or discom-
fort needs careful attention in an online
environment, both with regard to program
design and facilitation. See under Facilito-
tion below.

Online and hybrid events offer a new possi-
bility for workplace education, namely the

opportunity to include more people: whole
teams vs single individuals.



Where it may be prohibitively expensive

or logistically demanding to send whole
teams off for a workshop, it may be feasi-
ble to gather them online - especially if the
workshop is extended over time (8HR), so
that only short absences from the workpla-
ce are necessary.

It would seem that this might get around
the well-known phenomenon of new know-
ledge or skills acquired by one person
being rejected by the group as ‘He's been
on a course - he'll get over it.’ Indeed, one
experimenter (15SE) reported rapid diffusion
of new skills leading to "“a shift in the mee-
ting culture of the organization”.

Much of the above is most relevant for
non-formal adult education. In higher edu-
cation, the constraints for implementing
transformative learning can be higher. For
instance, in many HE institutions there is
resistance to some important aspects of
transformative learning, which are regar-
ded as having no place in a scientific insti-
tution: the need to cope with emotions and
to infegrate whole-body-and-spirit expe-
rience, the explicit intention to link learning
to behaviour change, its link to reflecting
on values related to learning and knowled-

ge.

While this apparently is still an impediment
for many, there is ample evidence in the
literature that faculty staff can find ways
of overcoming the apparent dilemma,
redesigning curricula to include ‘the world
out there’, for instance with real-world labs
or living labs (eg European Network of
Living-Labs). One transformative learning
experiment in the ONTL project dealt expli-
citly with the issue of going beyond simply
teaching gender theory as an intellectu-
al exercise and doing this online: it linked
knowledge about gender issues with a)

a deeper concern about the impacts of
gender inequality on individuals and b) a
self-reflection on physical and emotional
being triggered by gendered aspects of
individual lives, including very intimate phy-
sical experiences. Each course participant

was asked to write a gendered autobiogra-
phy and share it with one other participant,
then the pair reported in the plenum about
what they had learned in this exchange.
This worked also in the online mode, though
a maijority of participants thought the face-
to-face exercise would have been prefera-
ble (23FR).

A further impediment can be the expecto-
tions of the students. Many students simply
expect to be taught, and they want to

be assessed on the basis of the knowled-
ge and skills learned. They have difficulties
accepting self-assessment as part of their
learning process.



While many aspects of online education
affect the conditions for tfransformative
learning, it has become clear that the type
and quality of facilitation has a crucial
role. It requires that educators, in whatever
context, are able to see themselves not

so much as teachers, more as enablers of
learning. The gleanings from this project
paint a clear and colourful picture of an
empowering facilitator, in general one
who is on her or his own journey of exploro-
tion and transformation and is thus able to
empathize and guide.

The more deeply embodied the facilitator,
the higher the level of realization for ever-
yone involved. (7HR)

Much of the transformative quality of lear-
ning concerns creating and maintaining a
‘safe enough’ learning space (see above).
Other aspects touched upon are the wil-
lingness/ consent of the learners, the role of
pain, edge emotions, liminality and support.

A general conclusion is thus that the quality
of facilitation, of importance in face-to-
face events, becomes even more critical
when working online. It is also a more chal-
lenging task for facilitators, as they cannot
rely on catching physical signals of partici-
pants’ reactions during the event - or only
in a very limited way. Keeping an eye on
the whole group, including when the group
is subdivided into smaller groups, is iImpos-
sible in the virtual mode; so other means of
‘taking the temperature’ are needed.

One facet of facilitation that comes into
sharp focus in an online environment is the
need for teamwork between several facili-
tators, with clear delineation of responsibili-
ties. At the very least there needs to be one
process facilitator and one technical sup-
port facilitator. Large groups may also call
for *hotline facilitators’ (e.g. focussing on
chat entries) and/or - as with face-to-face
events - small-group facilitators.



An earlier project led by partner Visionautik  Table 1: Key facilitator competences (ba-
identified certain key facilitator competen-  sed on Biester and Mehlmann, 2020, vol 2)
ces for transformative facilitation (Biester &

Mehimann, 2020, vol. 2).

Personal dimension Professional dimension Context

1. Self-knowledge 2. Working with people Flalple

| pursue a course of deepening self- | | create and maintain
knowledge and support my partici- | empathic relations and

pants to do the same. support my partficipants

to do the same.
3. Envisioning 4. Riding complexity ottty
| craft visions of the society in which [ | live with uncertainty,
| dream of living, and support my surfing the waves of com-
parficipants to do the same. plexity in pursuit of visions,

and support my partici-
pants to do the same.

5. Flow 6. Pedagogy Educa-

| understand that timing (kairos) is a | I learn all that | can about fion

vital aspect of change and know effective, learner-centred

when to disrupt and when to go education and encouro-
with the flow; and encourage my ge my participants to do
parficipants to do the same. the same.

There are facilitators kayaking white water, just trying to stay afloat. The more experienced know how to
read the river. (7HR)



Preparing for an online facilitation task ar-
guably requires more time than preparing
for a face-to-face event. It also requires
creative anticipation of possible issues that
can arise, e.g. fechnical problems with
audio and video, participants not able to
deal with the software used, inability to
properly “read” what is happening in the
virtual room (see below), etc.

Preparation of material to be used by par-
ticipants in break-outs also requires more
time, not least because expanding on
explanations in response to questions can
disrupt the flow of the learning process.
(60HR, 48CH, 22DE)

Examples of preparations before and du-
ring workshop days: (33SE, 22DE, 60HR)

Host a meeting before the meeting in
which participants can get to know and
practice the technical platform and apps.
This reduces the focus on tech matters du-
ring the workshop itself.

Explore mutual expectations - both facilito-
tors’ and clients’

Explore experience base of the facilitators

Decide on clear roles that are co-cons-
tructed in the first meeting and preferably
described in a mutually agreed docu-
ment(33SE)

Decide on workshop choreography
Prepare for how to handle surprises

Meet with a steering group after each day
to evaluate and prepare the next day

“Clearer online makes it better offline.” It is
widely agreed that the careful preparation
needed to be invested in online work in
turn benefits offline preparation practices.
(14CH, AprilCoP)

In all but the smallest events there is a need
for more than one facilitator. In addition fo
the normal offline desire to have co-facilita-
tors available, e.g. to host breakout groups
or to handle emerging ‘edge emotions’,
there are the special exigencies of online
work. Two roles can be critical fo success:

A technical facilitator supporting both the
course leaders and the participants

A hotline-facilitator keeping a constant
eye on the chat, and on any other options
suggested for communication with and
between participants

Preparatory work making sure that the who-
le delivery team is clear about roles and
responsibilities has proved essential, and
effective. (48CH, 60HR)

Difference online and offline: offline offers
more time for informal communication and
presence before, during and after a work-
shop (33SE); this can be compensated by
careful program design (see preceding
paragraph) and choice of software (q.v.), if
used skilfully by the facilitator.



The creation and holding of a safe space
requires great care and respect for the
learners. Facilitators need to be aware
that there is a fine line that should not be
crossed between being a coach/trainer/
teacher and being a psychotherapist. This is
perhaps particularly applicable when par-
ticipants have limited freedom of choice
due to the definition of the educational
context, e.g. in higher education or the
workplace.

Transformation starts within a “liminal
space” where what was no longer is, and
what will be is not yet clear. It is populated
by “edge emotions” (Mdalkki and Green,
2014) and facilitators should be able to
“hold” the space where these emotions
express themselves, maintaining it as a safe
space for learners. In an online situation
facilitators need to be particularly attentive
to whatever signals indicate that a partici-
pant is ill at ease. Triggering transformation
processes requires great care and implies
remaining in the role of facilitator, which
differs from the role of both a conventional
teacher and of a psychotherapist. Facilita-
tors must also be attentive to the fact that
edge emotions may emerge in unexpec-
ted situations.

The question of how to create a ‘safe
enough’ space for participants runs
through many of the experiments and di-
scussions. In face-to-face events it has long
been acknowledged as a central prere-
quisite to fransformative learning, including
such elements as room decor and furnis-
hings. (Biester & Mehlmann, 2020, Vol.1)

In general, it was noted that safe space is
to some degree a joint responsibility. Many
things come into play: trust, confidence
level, time, number of people, assessment,
etc.

A cenftral question was therefore how to
transfer this experience to the online envi-
ronment.

‘Safe enough’ is an important marker. Each
one of us has our own sphere of safety;
and as long as we remain snugly within if,
no fransformative learning will take place.
On the other hand if we are thrown too

far out, there is a risk that fear will domina-
te and prevent learning. (Biester & Mehl-
mann, 2020, Vol 1) So for a transformative
educator the challenge is always to seek
‘the edge’ that is possible in a safe enough
space. The focus of the May CoP was
‘edge emotions’.

There is a balance between giving people
leeway, agency, and self direction over
their learning experience, and a kind of
shamanic role: a guide through the trans-
formative process. The balance depends
on the degree of transformation the facili-
tator is trying to induce, and their willingness
to have a provocative role; a dimension of
creating useful, deliberate trouble as oppo-
sed to the enabling role. Underneath the
facilitator’s playfulness there needs to be a
serious intention. “Students can push back
against things they cannot put in their CV.
Do they buy into a counter agenda, the
intentions and deeper purpose of the edu-
cator, and howe” (25US, May CoP)

Advice from the May CoP: At the begin-
ning of a course, BE the teacher/trainer. Set
the roles and the standard, so that learners
know what is expected of them. Partici-
pants are then eager to take over, take
initiatives and think of improvements. One
element of safe space is to know what is
expected of you.

As long as the speed of change matches
the speed of our reaction or anticipa-
tion, everything is fine. Once the speed

of change is much slower or faster than
our change or our desires, we come to an
edge which creates emotions.



The edge may create emotions like arousal
and curiosity - leading individuals to wel-
come change or even transformation - or
fear and panic - leading in the worst case
to a "flight, fight, or freeze” reaction, with
the autonomic nervous system (ANS) impo-
sing refusal of change (Forster et al., 2019).
According to the Polyvagal theory, develo-
ped by S. Porges, change and growth are
possible only in a state of connection cal-
led the ventral vagal. In this state we can
connect to self and others, feel resourced
and resourceful, explore options and feel
hope and compassion.

The Autonomic Nervous System is where our
stories begin.

(Dana, 2020)

The ANS is constantly searching for and
sending cues of safety and danger, inside
our bodies, outside in the environment and
between people. When we receive cues of
safety we feel an autonomic welcome and
move into connection (Dana, 2020). Many
cues work in an online environment, which
might be one of the most important rea-
sons why safe enough space is possible to
attain online. For examples of cues, see the
section below on perceiving signals.

The role of emotions in the fransformative
learning process is essential, especially in
the context of sustainable development;
emotions are both a trigger of change and
the guidance we need in the change pro-
cess:

“It is particularly important to take [emo-
tions] into account in at least two ways,
because of the strong normative implica-
tions of sustainability. First, they serve as a
“sensorium” to detect values and moral
considerations of learners relevant to (non-)
sustainability, exposing and making them
accessible for reflection. As ‘sources of wis-
dom’ (Roeser, 2011, p. 198) emotions con-
tribute to a clarification and reflection of
the normative basis of sustainability-orien-
ted social transformations. Second, and in
addition to serving as indicators, emotions
are also potential “levers” for sustainability-
oriented TLT. Emotions make the values and
norms underlying our thinking, feeling and

acting become visible and accessible for
critical reflection.” (Bornemann et al., 2020)

Transformative learning means that there

is a shift of mindset — a transformation of
beliefs, attitudes and habits (Valamis, 2020).
Habits and attitudes provide identity, direc-
tion, context, etc. Changing these things
tends to be threatening. Discomfort cannot
be removed completely: uncomfortable
edge emotions have arole to play (Mdalkki
and Green, 2014) and disruption is increa-
singly necessary: “This unlocking, unfree-
zing, or loosening requires the disentang-
lement of construed meanings in order to
create space for alternative ones that are
more generative in creating more sustaina-
ble pathways. (Wals, 2020: 69).

We need hope in order to engage and get
going, to create visions, to frigger a desire
to get beyond, to empower people. Yet
positivity in a world that needs hope can
become a problem when it leads to denial
of unpleasant facts. At the May CoP it was
suggested, based i.a. on the work of Eva
llouz, Brene Brown and Susan David, that
unrealistic, or ‘toxic’, positivity (Wright, 2014)
works against resilience and sustainability,
and thus against authentic fransformation.

The topic itself may be an important factor
in the experience of safety. When partici-
pants sign up for a program or event fo-
cused on fransformative learning and/or
sustainable development, there is an impli-
cation that they WANT to believe there is a
safe space out there for them in which they
can discuss these crucially important topics.

The hypothesis - still awaiting experimen-
tation - is that expectations can play an
important role. Safe space is not only built
and maintained by the facilitator or host;
each participant also contributes. The ex-
pectation that a conference or other event
will be exciting and rewarding contributes
to the building of a safe space from the
side of the participant; whereas nervous-
ness, anxiety or apprehension could negao-
te the efforts of the facilitator.

One experimenter reports that because
expectations were automatically lowered



during an online phase of a course, the
feeling of accomplishment became more
frequent. “We won, every time [class]”
(both students and teacher). (30NO)

Be tfransparent about what you do. De-
scribing your intentions and not being too
mysterious about it can be the best bet.
(May CoP)

As mentioned above, the safe container
or learning environment is jointly built and
maintained by the educator and partici-
pants by inviting the participants to agree
on for example goals, confidentiality, being
on time, etc.

For online environments, added dimensions
include how to cater for physical comfort,
i.a. allow for participants to stand up, or
join a session while walking. Another aspect
to consider is the culture established in the
group concerning attendance and visibili-
ty. Is it clear how and when cameras are/
can be/should be switched off or on? Is it
possible to agree how much of the person
should be visible on camera? Is it clear how
to communicate, e.g. to leave a message
in the chat if leaving the room ahead of
ime? (7HR, 14CH)

Participation in specific activities should be
invitational and not forced - the participant
can say no; and can ‘stay behind’ and
talk about it more easily online than offline,
where it becomes more obvious and po-
tentially embarrassing.

On the other hand if it is foo invitational
and relaxed, the law of two feet can take
over and might enforce the feeling of not
really belonging, especially if the activity is
challenging. Working in pairs is a good anti-
dote. If you first share something in pairs, it
becomes easier to speak in plenary too.
(12SE, April CoP)

It helps to be transparent about the pedao-
gogy/theory/process/method, especially
in contexts where experiential learning
precedes theory. Engaging participants in
shaping the details of the event is another
form of invitation, which can help overco-
me structural difficulties. (June CoP)

Both online and offline you can create an
awareness of the hidden agenda; offline
there is also an agenda hidden in the ve-
nue itself, which is not an issue online. A uni-
versity may for instance have implicit and
explicit agendas embedded in the class-
room, for example historical, in a colonial
setting. (7HR)



A facilitator moving from an in-person en-
vironment to online or hybrid events con-
fronts new learning patterns in the parti-
cipants. Not necessarily either better or
worse, but different.

One observation: the absence of areal life
group reduces fear. A sense of less interper-
sonal risk and a higher degree of anonym-
ity allows the students to ask more questi-
ons, have instructions repeated, and have
more infimate exchanges with each other.
“Maybe what we often regret, having to
do things online, can actually be somet-
hing positive2” (CoP March).

This may not require ‘total’ anonymity but
may for instance extend to such factors

as the uniformity of appearance online: “I
remember a small woman say: | feel more
equal in an online setting. Everyone has a
tile of the same size in the videoconference
no matter if he/she is big or small and the
tiles are distributed over the screen ran-
domly, so not the highest in hierarchy or
the loudest voice or ‘alpha’ person of the
group is on top and people can meet with
less prejudice.” (65DE)

An observation that is equally applicable in
all environments when there are big diffe-
rences between participants: inviting the
more advanced to tutor the ones less ad-
vanced can benefit both sides. “Sometimes
we learn most by teaching” (CoP June;
31SI; Jarrett, 2018).

Another experience concerns the personal
development of introvert HE students, who
seemed to benefit from the online situation.
“They came back to class blooming.” The
hypothesis is that it's an effect of a safer
and peaceful space at home combined
with more individual work. A reflection is
“that they normally took other students
(and others’ feelings) too much into ac-
count. Now they could and were forced to
focus on themselves.” (NO30)

In general, anchoring knowledge in per-
sonal experience and life, and reflecting
upon it in a deep way, creates an opening
for transformative processes to take place.
(T1SE, 23FR)

Willingness is important for transformation to
happen. To work with the motives of taking
a class or course, to really dig deep, can
work in favour of wilingness. As one experi-
menter put it: if you have clarity, you get
noise. If you have clarity and agreement,
you get a clean burn. (30NO, 7HR)

One experiment that was proposed by two
people but not reported upon is to start
any class/course with inner work, regardless
of subject. The work consists of deep listen-
ing to oneself about the reasons for signing
up for a course, and fracing them to one'’s
identifications, values and will. This increa-
sed self awareness may be transformative
in itself, and the hypothesis is that it gene-
rates motivation to engage deeper into
the course (or possibly, to withdraw from it).
(30NO, 13SE, 34UA)



If the participants are not too many, it helps
if everyone speaks once at the start. It's ea-
sier to continue talking once you have used
your voice. (April CoP)

At the same time, de-dramatize silence. Si-
lence is taboo in many meetings. Silence is
beautiful and breathing. It can be treated
consciously as a topic. (April CoP, 33SE)

Time is the element in which transformation
happens. “Change is the work of heads,
hands, and hearts over time” (Bussey,
2017). A transformative seed may take
immediate root, or it may take months or
years to germinate. (Ferrucci, 1982/2009).

Enabling participants to swim in this ele-
ment may take the form of working with
futures or with histories; but the key is always
to enable participants to root their expe-
rience in the here-and-now.

One way to do this is through a solution fo-
cus. “Always meet people in their resources
firstl” and “Focus on preferred futures and
on what works already, rather than on what
doesn’'t work or is dreaded”. This can for
instance be done by deflecting questions
and discussion about problems: “During the
workshop we encouraged discussions ab-
out what works already and attempted to
keep comments on past or expected pro-
blems short, for example by asking, ‘What
would you like to see happen instead?'”
(22DE)

Another way is to work here and now on @
meta level, i.e. by making it legitimate to
talk about what is going on. Either facilitator
or participant can for example feel com-
fortable saying things like ‘I'm not sure what
to do next because...’, ‘| feel under a lot

of pressure at this moment...’, ‘When | hear
you say that, | feel...” (Gordon, 2001), (33SE)



An experienced face-to-face facilitator is
constantly picking up signals, not least from
participants’ body language, about the
group’s responses to what s/he is doing,
and drawing conclusions about any need
or opportunity for adjustments.

Body language can for example refer to
how safe the participants feel, or to the
balance between boredom on the one
hand and too-numerous alternatives (e.g.
over-stimulation, off-topic diversions) on the
other, as it is easier to be distracted online
than in a room (7HR). Or, whether or not
participants have understood instructions.
(31SI1) Basically, these signals show how
engaged in the process the participants
feel able and willing to be, both individually
and as a group.

What new signals do facilitators need to
pay attention to, in an online environment?
Some examples:

Frequent (or constant) shutting down of
video

Response or lack of response to calls for
simple input via chat

Absence from or passivity around such tools
as online whiteboard

Lack of interaction in a break-out room

Teachers and facilitators have reported
that speaking intfo a screen sometimes

feels like addressing a void, devoid of sig-
nals, even when participants’ cameras are
turned on. As one of the contributors puts

it: “The experience isn't chemical enough™.
(56CH) Among the consequences we note
increased insecurities. (17SE) Students can
also be encouraged to stand up and shake
their bodies, with the facilitator showing this
in front of her or his camera: this can work
like a wake-up call as well as a call to be
attentive to one another in the virtual room.

Facilitators can also take the initiative

and encourage deliberate use of signals.

“I found it very helpful to make a group
agreement at the beginning of the work-
shop to give lots of visual signals (waving
with your hands, thumbs up, heart shapes
etc.) in order to compensate for the lack of

sound or body-language feedback. It wor-
ked very well in all contexts and makes a
huge difference for this feeling of speaking
into the void” (65DE).

One practitioner “exaggerates” her body
longuage to get across and compenso-
te for the limited medium, and also limits
powerpoints and instead uses more phy-
sical props and elements such as showing
papers in the camera. (33SE)

Cues of safety

Eyes, ears, voice, face and head move-
ments are involved when the autonomic
nervous system is sending and looking for
cues of safety and danger. Prosody, for
example, is powerful. We listen to the sound
before we listen to what is said, hence the
saying It's not what you say, it's how you
say it. The music of the voice, patterns of
rhythm and sound, frequency, duration
and intensity reveal to us the underlying
intent and if perceived as safe, moves us
into a state where we can receive the mes-
sage.

Head movements can send important
cues. A straight unmoving head is a cue of
danger, while head nods and a slight filt to
the head broadcast cues of safety and a
message of welcome. Smiles are important,
but less so than perhaps believed. The use
of chirurgical masks during the pandemic
has made us experience that cues can be
transmitted through the gaze alone. (Dana,
2020)

All of the above work in an online environ-
ment, provided that the technology is satis-
factory. Sometimes the face is even more
visible on a screen than in real life. On the
other hand, direct eye contact is still not
possible online.



Mobility in the online setting can be both
enhanced and decreased compared to
physical meetings/learning contexts. On
the one hand geography ceases to be a
factor when getting together, and on the
other, in a specific online setting, we can
be more constricted by the software. One
example is when the International Bateson
Institute’s Warm Data Labs were brought
online. In offline labs, participants change
groups/contexts at will, but online partici-
pants are channelled from context to con-
text and sent to the rooms. (47CH)

An example of the opposite is when break-
out groups are open ended and partici-
pants return to the main room at their own
pace, or can move freely between rooms.
This would be difficult to handle in a physi-
cal event because people ‘drifting back’
from break-out groups at unpredictable

moments would tend to disrupt the plenary.

(12SE)

Physical discomfort can become an issue
online, and it is less easy for the facilitator to
pick up on signals from restless participants
that they need to move. Part of the solution
is fo plan frequent breaks in long sessions;
one suggestion was a maximum of 75 minu-
tes without a break of some kind.

When there is a break, the facilitator can
offer or suggest some proximate physical
activity, either on or off-camera - like a
stretching exercise or impromptu dancing.

It is also possible to offer a more general
mandate: for instance to suggest to parti-
cipants that they are free to move around
at any time, open a window, stand up and
even walk, whenever they feel uncom-
fortable, with the rule that if they exit the
group, they need to leave a message in
the chat for everyone. (14CH)

This would be an interesting topic for further
exploration (see below, What we sfill want
to know.)



Hybrids can be difficult to manage. Are
they worth it2

The level of engagement may differ gre-
atly between the offline and online parti-
cipant in a hybrid event. Online attendees
can drop in and out, taking calls and oft-
her meetings in between. Facilitating safe
space becomes more challenging. The
online and offline participants form two
groups with a degree of homogeneity wit-
hin each group. (October CoP)

Is it an offline meeting with a few online
participants, or an online meeting with a
few offline participantsg What do the two
different alternatives entail?

What technical solutions would help bring
together the two groups, as well as refi-

ne the possibilities of interaction between
them, during the different parts of the mee-
ting/course? Smartphones/multiple large
screens, 360-cameras, Augmented Realitye

Some conclusions (15SE)

Online-only have advantages compared
to a hybrid.

To prepare for a hybrid is to prepare for
two meetings.

Keep it simple. It's better to create a
simple environment where participants
can navigate with minimal friction, than
something elaborate that has a higher
risk of technical issues and frustration.

Have different facilitators handling online
and offline participants.

When online and offline parficipants
need to be attentive to one another,
make sure that they are aware of the
need to address both audiences at the
same fime.



Assessment and evaluation are used incon-
sistently (Baehr, 2007) in the literature and
by practitioners, sometimes with overlaps.
Rather than propose separate definitions,
we use both terms here as approaches

to assessing learning, with a double focus
on process, often understood primarily

as assessment (feedback on knowledge,
skills, aftitudes for the purpose of improving
learning outcomes [Borden and Owens,
2001; Palomba and Banta, 1999]), and on
outcomes (assessment of achievement of
a performance or outcome, and in specific
cases evaluation of its quality).

In learning processes, assessment and
evaluation can either look intfo the achie-
vement of certain specified learning objec-

In fransformative learning, assessment is ac-
tually an essential part of the learning pro-
cess: self-assessment implies self-reflexivity
on the learning journey and can enhance
learning for tfransformation (catalyst func-
tion), it helps empower the learner, and
when shared, it increases learners' capaci-
ty to multiply learning for tfransformation.

Additionally, assessment can help improve
learning and facilitation, for formal quality

tives assigned to the process (often used as
references for the marking system in HE or
for certification in workplace education),
or identify the additional learning the pro-
cesses “produced” (in comparison with
the learners’ level at the beginning of the
process, without consideration of assigned
learning goals), or even focus on how the
learning happened (in order to reproduce
and improve the process). The book Ret-
hinking Classroom Assessment with Purpose
in Mind: Assessment for Learning, Assess-
ment as Learning, Assessment of Learning
(Earl and Katz, 2006) provides further food
for thought about how to get away from
the understanding that assessment consists
solely of giving marks.

assurance processes, but also through self-
reflection by the transformative learning
facilitators and their own learning

Certify acquisition of skills (certification)

Contribute to ensuring that transformative
learning is not being used to manipulate le-
arners but rather to empower them to deal
with value-oriented decision-making in an
independent and critical manner.



At the very beginning of a TL process, it is
important to make clear to attendees that
learning outcomes are anticipated not
only in the form of knowledge or skills ac-
quisition but also in the form of new insights
and (meaning) perspectives gained; and
to make sure they are comfortable with this
expectation.

Such insights and perspectives may be
regarded as valid non-manipulative lear-
ning outcome ambitions. They are also a
prerequisite - though no guarantee - for
transformative learning, which in itself is not
a ‘learning outcome’ that can be valido-
ted against a set of criteria. Indeed, trans-
formative learning is an individual process
very much linked to values, personal life
history, and the emotional state of the lear-
ner. While it is a deeply personal process, it
also depends a great deal on group inter-
actions, especially in the context of sustai-
nable development, where values need

to be negotiated within a community. The
assessment procedure should take all this
into account.

As Malkki and Green (2014) argue, assess-
ment of tfransformative learning should also
focus less on finding out whether ,,frans-
formation* has happened or not, as this

is extremely difficult fo assess for various
reasons. Instead, it should focus on how the
process worked, which aspects triggered
learning, how attendees felt, and whether
their level of engagement in fransformative
action increased, including their use of self-
assessment.

Thus, self-assessment is central in transfor-
mative learning as it is an integral part of
the transformation journey. It encourages
the learner to take a step back, to gain

a critical distance towards his or her own
insights and perspective, in order to un-
derstand whether and how they changed.
Becoming conscious of the change pro-
cess and able to make it explicit is a central
phase of consolidating learning.

Being able to communicate about one’s
learning achievements is also a necessary
condition for acknowledgement of these

achievements by third parties (employers,
education institution, etc.). It also contribu-
tes to the empowering effect of transfor-
mative learning: enhanced self-knowledge
(through self-assessment) and one’s sense
of achievement strengthens self-esteem, a
key element of empowerment.

Transformative learning facilitators should
therefore put a strong emphasis on (self-)
assessment and even on “assessing the
assessment”, in order to ensure coherence
with the prior (or still ongoing) learning pro-
cess, to verify whether the learners felt at
ease during their self-reflection or observa-
tion, and to allow for improvement in future
transformative learning activities.

Assessment can and should also take place
at different stages of a tfransformative lear-
ning process, allowing for adaptation of
the facilitation, if necessary. Critical inter-
mediary feedback is not a cause of alarm,
since transformative learning often leads
learners temporarily outside of their com-
fort zone. It signals that learners need to be
heard, reassured, comforted about what

is happening, and made conscious that a
learning journey is a process in a state of
flux.

In principle, all four ONTL metrics mentio-
ned below should be taken into account in
an assessment. But it is likely that a course
or event cannot cover all four, or at least
not with the same intensity. See also CoP
March.



tention of assessment and evaluation. The
elements of the fourth column result from

The starting point is to decide WhCIT.TO as- the decisions about what is specifically
sess, for what purpose, and determine who  important and relevant to the online trans-
is involved. And of course to focus on on- formative learning event that is being plan-

line specificities. Figure 5 maps these three ned (see below).
elements that together comprise the in-

Figure 5: Key elements for assessment and evaluation processes: “What?”, “Why?” and “Who?” determin-
ing the “How?”; the four OnTL key metrics are in yellow.

All three columns are composed of very The coherence of a given combination
diverse elements, and the number of op- with different elements from different co-
tions one has of combining these different lumns depends also on the context, the

elements is infinite, showing the multidimen-  available means, and the timeframe.
sional nature of assessment and evaluation.

Of course, further elements can be added

(indicated by the boxes with three dots).



To organise an assessment, the elements
need to be combined to yield a clear
focus, purpose, and person or stakeholder
involved. The assessment procedure can
then be designed. The process can also be
iterative. The choice of the method might
change the type or number of stakehol-
ders involved (3rd column in Figures 5 and
6); you might therefore want to determine
the method rather on the basis of the ob-
ject and the purpose of the assessment,

and determine the ,,Who" only at the final
stage, rather than the other way round. The
main concern in deciding about an assess-
ment method and procedure should be
coherence between the elements chosen
in the four columns.

The following example (Figure 6) provides
two illustrations of the way the figure can
clarify purpose and help decide what form
of assessment is adequate (see the arrows):

Figure 6: Two ways of designing the assessment procedure; the first was implemented in the experiment of
online gendered autobiographies (23FR), the second is a hypothetical example that would take into account
sustainable development as a collective goal of a community learning process aiming for changed behavi-

our.



Methods can be mixed or combined. The
procedure can also be co-designed with
the learners. An important purpose of as-
sessment is trying to achieve high quality of
the learning process - something that can
be achieved either by the facilitators or by
the facilitators along with the participants.

Assessment tools and processes do not
necessarily need to be online, nor does an
assessment process need to be conducted
using online tools: asking participants to
draw something on paper (and possibly to
show it in front of the camera) can be an
opftion.

There are numerous ways of assessing and
evaluating. Self-reflection was seen as a
key element in the experiments that descri-
bed an assessment process, and central

to tfransformative learning. A self-reflecting
exercise at the beginning of an event can
strengthen other competences, e.g. “so-
cial competences”. It might also serve as a
form of “baseline” for a comparative final
assessment.

Form:

Questionnaires/forms after a completed
course

Self assessment, self reflection

Shared reflections in closing ceremonies,
peer reflection, peer assessment

Direct questions during the last meeting

Discussions, quizzes, mini conclusions of im-
plemented practices every two weeks

Storytelling

Recorded reflections (video, audio) instead
of written assignments

Comparative pre- and post-measuring
Content: Open questions, for example:
What was difficulte

What has gone well or in the right direc-
tione

How has this contributed to your personal
learning journey?

What have you taken away?
What has changed inside and outside?

What did you do differently?2 What chan-
ged because of your interaction with socie-
ty2 (2IN)

What changes do you intend to infroduce
(in your professional setting or in your priva-
te life) next week, in the next three months,
in the medium term? (Ideally, asking this
question would require a follow-up session
to discuss the changes that occurred or did
not occur.)

(March CoP, 2IN, 55US, 5NL, 8HR, 33SE)

Built into a program:

Facilitators sit-in and observe small group
reflections in breakout rooms (55US)

Observations during check-ins, where parti-
cipants are encouraged to brag, tell about
‘sparkling moments’, aha:s and oh no:s.
(5NL, 33SE)

Observation by a facilitator of a shift in the
learners. How they start speaking up and
speaking out. They may start questioning,
asking important questions and asking
questions differently. (2IN)

Observations outside a program:

How participants interact differently with
the community. The project is not only acao-
demic but visible in practice. (2IN)

External observations at a workplace befo-
re and after. Example: A line manager who
is a designated performance coach, in
charge of following up hew changes and
behaviours in the participants. (8HR)

A similar question can concern the family
setting (as a sub-unit of the community)

Example: Asking spouses or other family
members about changes they notice after
a family member participated in gender
training. (23FR)



A teacher at Wageningen University parti-
cipating in one experiment (5NL) has desig-
ned a new, more holistic way to assess her
PhD students so that they see their path as
a process instead of a checklist. The stu-
dents report that some pressure is off them,
and the professor “actually enjoys reading
what her students write” because the stu-
dents reflect in a deeper way, and they
are more able to connect their work to the
outer world, and with greater impact. This
is obviously a good step towards enabling
students to move from knowledge to ac-
tion.

Students really appreciated the extended
reflection and said it was new to them. The
teacher says she invited them into a trans-
formative process, which led to good re-
sults despite (or perhaps because of) some
hesitations or friction.

Other participants in this experiment (5NL)
report increased self confidence working
online, being braver about how they work,
a sense of legitimization of their work, per-
sonal life-altering changes, best program
evaluations ever recorded from students,
students saying they feel seen and heard,
students taking charge of their own lear-
ning. This is leveraging how transformative
learning is seen and treated at Wagenin-
gen, and currently the university is bringing
people who work with tfransformative lear-
ning as guest speakers from all over the
world.

In conftrast, students asked to report about
personal changes in a journal may find

this problematic if what they want is to be
taught and what they expect at the end

of the course is a mark assessing clear and
measurable learning objectives. (June CoP)

Experimenters were offered the possibility
of using the following metrics for assessing
the quality of online tfransformative learning
programs/events; these metrics were jointly
developed during the March CoP meeting,
based on previous work documented in
Biester & Mehlmann (2020, vols. 1 and 2):

Enhanced self-knowledge
Enhanced social competence
Enhanced action competence

Enhanced openness to/tolerance for un-
certainty

Only very few experimenters provided infor-
mation about assessment of the quality of
online fransformative learning in their expe-
riment, perhaps because the four metrics
did not sound familiar enough, or were not
appropriate for their experiment, or did not
correspond to their understanding of trans-
formative learning. One experimenter ex-
plicitly asked how to assess them and was
provided with the following suggestion:

Try to ask yourself: “Do the participants of
my training have enhanced self-knowled-
ge, social competence, etc. after the work-
shop?”. As you cannot measure that with a
folding rule you will either have to ask your
partficipants or take your best guess. If it is
just ‘yes’ or ‘no’, that is rather easy. If you
also ask ‘how much’, it is a lot trickier; we
cannot offer you a unit for this. | guess the
best way to go about it is to ask the parti-
cipants themselves a question like this. “If
yes, how did you notice? Please provide an
example.”

Given the importance and intricacies of
assessment and evaluation in the context
of tfransformative learning, it is obvious that
this is an area where further experiments
and research are needed. See the chapter
on What we sfill want to know.



Institutions have the power to influence
what we assess and why, and how this
affects the desired outcomes (e.g. trans-
formative learning for sustainable develop-
ment). Institutional limitations vary widely,
and are often tacitly embodied in the cul-
ture. It is useful to make them explicit, even
if they are unlikely to be significantly influen-
ced within the life of one program or event.

There are also many open questions con-
cerning the best ways to assess and eva-
luate specifically online transformative
learning. See the chapter on What we still
want fo know.



Just as there is a sliding scale for program
design regarding the transition from off-
line to an online context, there is scale for
methods: sometimes there is no need to
change, sometimes modifications are nee-
ded (e.g. using home surroundings/material
found at home instead of what the facilito-
tor provides), and sometimes the method

is impossible to carry out online, even with
heavy modifications. Methods involving the
body are among the most challenging, but
with creativity, many can be made to work
well online, perhaps requiring prior prepa-
ration in the form of sending all participants
something that they can do or taste during
the session. (14CH, 13SE, 12SE)

There are many, many methods and tools
designed for and used in a context of frans-
formative learning. This chapter makes no
claim to be exhaustive, nor does it aim to

be a tutorial on the use of any particular
method. Rather, it focuses on methods
reported on by contributors, together with
the outcome of our exchange on experien-
ce: their and our mutual conclusions as to
usability, and advice for successful online
use.

It should be noted that the choice of met-
hods was found to be far less critical than
the skills of the facilitator; choosing methods
that have been mastered by the facilitator,
whether offline or online, is more important
than details of the potential of the methods
in question.

Selected methods are documented in the
‘Transformation database’ maintained by
project partner Visionautik (Goldammer
and Goldammer, 2022).



Table 2. Methods referenced by contributors

Transfer |Adapted |Online

Book sprint X
Bragging moments X
Brainstorming
Break-out groups: google Slides X
Dialogic Orientation Quadrant X
Fleck’s Synergy Method

Folk Tale Group Therapy
Gendered autobiography exercise
Genuine Contact

LEGO online

Online consensus

Online dinners

Online warm data lab

Open Space Technology X
PechaKuchdg X
Peer assessment X
Peer coaching
Peer reflection X

<X X K K K

People Need People
Positive gossipping X
Sociometrics
Soft System Modelling X
Solution Focus approach and questioninQ __[x
Speed Peer Counselling X
Storytelling
Talking stick X
Tell-Show-Recap-Do-Reflect
Theory U X
Throw the ball X

The five categories below are used to highlight some of the applications of the methods reported upon...

Introducing people and programs
Group work

Collective creativity

Playful approaches

Other



When introducing participants in a pro-
gram or session, experimenters reported
experience with specifically online solutions
such as Pecha Kucha presentations (gene-
rally with fewer than the original 20 slides)
and randomly generated online ‘reflection
cards’ (Dalar International).

Several experimenters made good use of
the chat box and of opinion-polling pro-
grams to elicit responses to specific questi-
ons. Some other reflections:

Different kinds of check ins and check outs
depending on time zones. Also, find a com-
mon ground when participants come from
different parts of the world. (65DE)

Break-out groups are supported by all ma-
jor conferencing software. In some ways
the online version has advantages over
the physical equivalent. For instance, some
platforms can be programmed to allow
participants o move in and out of groups
and plenary at will - a practice encouro-
ged i.a. by Open Source Technology (ref)
but not always easy to handle in a physical
venue.

When break-out groups are requested to
document their discussions, they can be in-

The common practice in physical venues of
having participants interview and infroduce
each other can easily be reproduced on-
line.

lce breakers can be used productively by
working with questions that have to do with
the purpose of the meeting/course and
drawing on personal experience. Use both
the right and left brain. (15SE)

“Bring up hopes and fears at the beginning,
it's better than expectations. People are
able to be more present in the meeting,
and if you invest in the beginning, decisions
will go fast.” (15SE)

vited to fill in one or more slides in an online
slide set, which means a) that each group
can see the notes posted by others as they
emerge, b) a full set of documentation is
immediately available to the hosts; this is
also an improvement over traditional physi-
cal equivalents, though the same method
could of course be used with online rappor-
teurs at a face-to-face meeting - a poten-
tial example of retrofitting. One advantage
is that the slides can be revisited at a later
stage, for whatever purpose.



For hosting a discussion, it seems that only
minor adjustments are generally needed.
Examples: Open Space Technology (OST),
Fleck’s Synergy Method, Theory U. They
function well with flipcharts replaced by on-
line editable documents, and the physical
whiteboard replaced by an online white-
board.

To ensure active participation, it is recom-
mended to use an approach that triggers
the free will and the leadership of the parti-
cipants. For example, pass a “talking stick”
around during a meeting - a common
approach in face-to-face meetings such
as OST. Some methods used (source CoP
April):

Put an icon of a stick or a microphone on
a work board (Miro, Google presentation
etc). Each takes the icon and drags it to
themselves.

Participants can draw a circle on paper
with the attendees marked around it, and
take turns in the order in which they ‘sit’.

Each participant can name the next per-
son they would like to hear from, until all
have been heard: ‘Throw the Ball’ method
(TDb).

Many exercises exist to stimulate intellec-
tual co-creativity, and they tend to transi-
tion easily into an online context. A simple
example is brainstorming. Another is the
‘book sprint’ method which was pioneered
in an online version in an earlier project by
two of the partners, with highly satisfactory
results (see the two volumes edited by Bies-
ter & Mehlmann, 2020).

Creative exercises designed to take partici-
pants beyond the purely intellectual have
in many cases been successfully adapted
for online use - in highly creative ways. For
instance,

Physical activities such as Lego online,
Online spa, Conference dinners. Example:
sending the participants tea, and then sha-
ring and/or repeating online, what you did
offline (tea ceremony) (7HR)

See also the special case described in An-
nexe 2 under the heading A special case:
artifacts.

Cultural activities such as Poetree, online
collage

Inward-looking activities such as Deep Lis-
tening, guided visualisations, meditation

They can be integrated into program de-
sign, as in some examples described in that
chapter under the heading ‘Triggers’.

Defining desired change encompasses a
broad range of offline activities, some of
which fransition well into an online envi-
ronment. They build on methodologies for
foresight, or working with images of desired
futures. Some examples: Three Horizons,
Dragon Dreaming, Enspirited Envisioning,
Causal Layered Analysis.

Generally such methodologies transition
well. However to the extent that they rely
on physical circumstances to spark creati-
vity, they can be challenging to implement
online.

One example of the latter is the World Café
method, which proved time- and ener-
gy-consuming to use online until - in the
hothouse environment engendered by the
COVID-19 pandemic - methods were deve-
loped to mimic the physical aspects using
online tools such as Miro and Zoom.

Once the broad vision orimage of a de-
sired future is clear, methods to co-crea-
tively fill in the action-oriented details are
generally easy to use online. They may for
instance include such activities as stakehol-
der analysis, feasibility checks, risk analysis,
planning and budgeting. One example
from an interview: Life Plans (11SE).



Many methods making use of a playful ap-
proach were documented, across the full
range of contexts and age groups.

The example from experiment 18IT shows a
well-known physical activity, Lego Serious
Play, which uses Lego pieces rather than
words for communication, successfully
transferred to an online environment.

“Participants can for instance introduce
themselves through Lego. Our experience is
that when people show their bricks or mo-
dels fo each other, in 90% of the cases they
start talking about emotions, feelings and
stories rather than facts. Even technical
questions are answered with a Lego mo-
del. People find it powerful, emotional, and
they don‘t want to stop.”

The outcome (18IT) was described by the
course managers as ‘an empowering me-
thodology to enable students to become
protagonists of their learning process and
deepen the acquired knowledge with spe-
cial regard to science."

Inviting participants to step into a different
role can be liberating and potentially trans-
formative.

It might be an apparently slight shift, for
instance “Become your most powerful self”
- or indeed, your most ‘disempowered’ self.
It might be taking on the role of a different
person, for instance that of your customer/
client (in the workplace or a charitable
organization) or that of a homeless person.
It might be reviewing your own autobio-
graphy through a new lens, for instance in
the case of a ‘gendered autobiography’
(23FR).

It might be taking on the role of an animal
or plant. For instance, from the May CoP:

“A diverse audience had the task to crea-
te an urban area where the needs of the
different stakeholders could fit. Some wan-

ted parking lots, others frees etc. At the
same time, they had to make sure that
nature still had space. They were asked to
use the needs of a hedgehog as a symbol
signifying the criterion of ‘nature’s needs’.
The hedgehog had to be able to move
around, hide and do whatever a hedge-
hog does. It became possible to discuss
tradeoffs between decisions that everyone
wanted to make. It helped negotiations
take place in an inclusive manner.” While
this example came from a face-to-face ex-
periment, it could arguably also work in an
online environment, e.g. using the image of
a hedgehog on a Miro board.

It might be taking the role of an inanimate
object. This was not included in any of the
OnTL experiments but is known in business.
For instance, in manufacturing, at a frou-
ble-shooting meeting, an engineer might
be invited to take on the role of the faulty
machine part.

Noft specifically mentioned in the sources
but well-known in offine environments is the
importance of closure: when one or more
participants have been invited to play a
role, there should also be a point, at the
end of the exercise, when they are specifi-
cally invited to de-role.

Storytelling: “Arguably THE central inter-
vention of the whole workshop was that we
invited each and every participant to share
a personal story about a situation that had
impressed them with considerable impact,
and if possible to describe the values that
were reflected in the situation and in the
learning they took away from it.” (22DE)

Link fo the database with the tools:

Current: https://www.hostingtransformation.
eu/methods-search/

new (launch 21.1.22): https://dev.hosting-
transformation.org/toolbox/



With growing experience from online con-
ferencing in different contexts all around
the world there is an increasingly rich pool
of learnings and good practises (e.g. Diet-
hart et al., 2020, Cserti, 2021). Software and
tools are more powerful and user-friendly
than ever before and extremely dynamic in
their development. This makes it difficult to
provide up-to-date recommendations on
any specific software. Therefore, this chap-
ter aims to deliver rather general guidelines
and considerations for virtual events and

The term “event” can be perceived in a
broader sense, comprising the larger con-
text and setting in which the online activity
takes place.

In what frame is the event embedded
(conference, lecture, seminar, school,
workplace continued education, individual
development, etc.)?

What is the dominating character of the
event (presentation, workshop, discussion,
experience-based learning, etc.)?

What is the objective of the event?e
What are the desired learning outcomes?

Knowledge about the participants allows
for better planning with regards to their
needs and expectations. By analysing the
target group carefully the event can be
designed in a way that it meets both the
objectives of the facilitator(s) and partici-
pants’ expectations.

How many participants are in the evente

how they can be best set up to foster trans-
formative learning.

Before deciding upon specific software (or
a combination of multiple tools) it is helpful
to answer a few questions, which typically
cover the type of event including the larger
context and setting, the participants (tar-
get group) and the available technology.
In the following, we provide a set of questi-
ons to address for each of these issues.

s it a single event or recurring? Short term
or long term duratione

Is it an online-only event or a hybrid evente

What is the level of interaction foreseen
between the facilitator and the partici-
pants and among the participantse

Is there a specific method or didactical
approach foreseen?

Is there any communication between the
facilitator(s) and the participants before
the event2 Do participants receive instruc-
tions related to content, methodology or
the chosen technology in advance?

Do participants have experience in online
settings and with specific toolse

What is their attitude towards working on-
linee

Is there a large age gap between partici-
pants?

Where are participants located geographi-
cally2 Are they in different time-zones?



Do all or most participants share a common
culture, or do they come from widely diffe-
rent backgrounds?

What level of education do participants
have? Are all at the same level?

What fields of expertise/professions are re-
presented?

The above questions can help to narrow
down the search for the most appropriate
software. Selecting software is a process
that starts with defining the needs of the
event and the participants, and setting
them in relation to availability of functions.
In the following, we list typical functions of
online conferencing software as well as
other popular tools.

It should be noted that hardware is not
usually a limiting factor except for hybrid
settings. For the latter, the anticipated level
of interaction between people at location
and remote participants determines the
necessary equipment. Sophisticated event
formats may require additional computers,
microphones, loudspeakers, a conference
speakerphone, a 360° camera etc.

Video-conferencing tools (e.g. Zoom, Sky-
pe, Cisco Webex, Adobe Connect, Google
Meet, BigBlueButton, Jitsi, GoToMeeting,
BlueJeans, Blackboard, Microsoft Teams,
Wonder, Gatherly, Whereby) may have
some or many of the following functions:

Option to use browser version or as dow-
nloaded app

Mobile version for smartphone users
Create meeting room with custom URL
Access for public or selected users only
Option to open/close meeting room

Waiting room (upon entrance into mee-
ting room)

What relation do participants have to each
othere Do they know each other¢ Are there
different levels of hierarchy present (e.g. in-
house workshops)?2

Are participants voluntarily participating or
is participation mandatory?

Which language will be used in the event?
Are there any potential language barrierse

Welcome message/icebreaker question

Customizable layout (positioning of vi-
deo, chat etfc.)

Video (incl. virtual background, pinning,
spotlight)

Audio

Subtitles

Simultaneous interpretation

Chat (public and private)

Notes (editable by all participants)
Attendee list

Raise hand or express reactions (through
emoticons)

Screen sharing (incl. audio, video, dro-
wing)

File-sharing (incl. support of different file
types)

Whiteboard

Polls (in real-time and prepared in ad-
vance)

Breakout rooms (in real-time and prepao-
red in advance)

Announcements from host to breakout
rooms

Participant management (assign indivi-
dual rights, exclusion etc.)

Recording

Integration of/linkage with other tools
(e.g. whiteboards, polling, document
sharing)



Ofther tools reported on by experimenters
and other contributors:

Whiteboard (e.g. Miro, Mural, Flinga,
Jamboard, Padlet)

Polling (e.g. Mentimeter, Slido, Google
forms, LimeSurvey)

File storage and document sharing (e.g.
Google Drive, Google Docs, Riseup Pad,
Dropbox, Tresorit)

Communication tools (e.g. Slack, Face-
book)

Course/teaching platforms (e.g. Moodle,
Teachery, Inspiro, Kialo)

Task/project management (e.g. Trello,
Agantty, Asana)

Multi-use conference platforms (e.g.
Gather.Town, HyHyve, Branch, Meetyoo,
Topia)

For a good overview of available software
and functions we recommend to search
the internet with appropriate keywords and
consult websites that compare multiple
tools.

It should be noted that for any purpose
there might be software that offers the
best solution to cover a specific function.
However, single tools increasingly contain
several functions making the parallel use of
different tools obsolete and coming close
to reaching an All-In-One solution.

Based on the above functions further ques-
tions may be considered to decide upon
one specific software or a combination of
tools.

Is one software/platform enough to co-
ver all demands or is a combination of
tools necessary?e

What is/are the best tool(s) for the given
objective (video-conferencing, white-
board, polling etc.)?

How can several tools be combined in
the most effective way (e.g. direct integ-
ration in Zoom)?¢

What licence of one concrete software
product is needed (free, paid version
etc.)e Is it affordable?

Is there enough support staff available
to host the event (additional team mem-
bers for chat, technical support, etc.)?

Does the software offer localised versions
(translation of interface into local lan-
guages/settings) ¢

Is the chosen software permitted in the
given setting (data protection, country
restrictions, corporate policy etc.)?

Is simultaneous interpretation or transla-
tion necessary/possible?

Do participants use mobile devices or
desktop computerse Is their hardware
capable of using the chosen tool(s)2

Can any technical problems be expec-
ted due to location of people, band-
width etc.2

Does the software match data protection/
ethical values of the parficipants?

Is it compatible with the present culture of
partficipants (focus on writing, talking, dra-
wing, interactivity, expressing opinions/dis-
agreements etc.)e

s it simple and user-friendlye Does the level
of technical difficulty match the digital lite-
racy of the participants?

Do participants already have experience
with the chosen tool(s)?

Are the facilitator(s) acquainted with the
chosen software?



Taking into account the above guiding
questions should enable an informed deci-
sion in relation to software. However, theory
and practice do not always align as expec-
ted. Experience shows that the interplay
between software and users is a sensitive
maftter. The reasons why a software pro-
duct (or a chosen online setup altogether)
is well accepted by one group of users and
declined by another can be manifold. As a
rule of thumb, digital literacy of facilitators
and participants, complexity of software,
and applied methodology should be well
balanced.

In our experiments, specially designed lear-
ning and discussion environments (Slack,
Teachery) have not worked satisfactorily.
Simpler solutions such as Zoom gatherings,
Google Drive folders, emailing information
and material, have been found more suc-
cessful. (5NL, 8HR, OnTL project team). The
specific reasons given range from techni-
cal problems to ‘not liking the tool’, ‘not
understanding its added value’ or ‘percei-
ving the tool as an added task and burden
rather than a resource’.

It seems that many would like to have mul-
tiple functions, but few want to learn to use
‘vet another’ platform which often invol-
ves creating a new account as well. As an
alternative, experiments have been made
with setting up dedicated groups, e.g. on
Facebook or in WhatsApp, platforms with
the advantage of already being familiar.

To address this issue, a general recommen-
dation is to reduce the number of tools

to a minimum and keep things simple - or
introduce them thoroughly. In fact, the im-
portance of the latter might be underesti-
mated. It implies providing infroduction ma-
terial, tutorial videos and solid onboarding
of participants preferably with the whole
group at the same time. One experimenter
recommends: “Infroduce the programs or
apps carefully in order to avoid frustration
and make participants comfortable with
the technology. You can plan a separate
session in advance or make a thorough in-
troduction at the beginning of the course.”
(33SE)

It is essential for the facilitator(s) to know
how to handle the software and to antici-
pate what features will be used for what
purposes, firstly as part of the input to the
Program Design phase and later in order to
make facilitation smoother: to be able to
provide adequate and brief instructions to
participants at the right time.

In addition, (positive) communication ab-
out the software highlighting its advantages
for the given context can contribute to its
acceptance. E.g. Slack might be better
accepted ifitis the single place of com-
munication rather than one option among
several.

Finally, even if the online setting requires
technology, it is not necessarily the most
important factor. “Facilitation is the first lay-
er. Technology is the second or third layer.”
(8HR)



PART 3. MOVING ON



The original plan was to invite each experi-

menter to answer in an online document a

few questions about their intentions, and la-
ter about their actual experience. In practi-
ce, much of the documentation was done

by project team members who interviewed
the experimenters.

Following the success of the infroductory
events, the project team realized the pow-
er of inferaction between experimenters
(and others), and decided to infroduce

Experiments in the project fell into the use
of the meetings rather than the report
documents. Indeed, facilitators reported
repeatedly about failed attempts at online
fora where writing and reading were the
main means of communication.

Slack is a platform used in several experi-
ments. In one instance, a CoP was formed
successfully on this platform. The facilitator
credits it to an initial effort and involvement
that was of unsustainable proportions. In
other experiments, even with much work
and engagement from the facilitator, Slack
never really worked as hoped. (HR8, 5NL,
OnTL team)

This experience led to questioning the role
of the written word in society. Is it possible
that there is an ongoing civilizational shift
from writing (and even reading long texts)
to the audiovisual and colloquiale Such a
shift can be discerned with the advent of
almost universal access to digital informa-
tion, possibly accelerated through the ab-

monthly events as a complement to do-
cumenting individual experiments: in other
words, to set up an online forum as a Com-
munity of Practice.

At the final CoP event in November 2021,
participants were clearly in favour of con-
tinuing to meet in this way. The partners
have committed to hosting meetings for at
least the first six months of 2022 and will exa-
mine possibilities to continue thereafter.

rupt increase in online activities occasioned
by the COVID-19 pandemic. For instance,
we as citizens are increasingly being offe-
red not ‘All the news that's fit to print’, as
previously claimed, but ‘All the news that’s
supported by audiovisual materials’.

If this is in fact a strong and ongoing trend,
it has serious implications for the design

and implementation of, for instance, edu-
cational programs - especially online. And
indeed for the potential fate of this report.



Why might an online forum be of benefite

To know where the participants of a pro-
gram are and have access to what is hap-
pening to them between fraining days/
peer learning days, in order to cater for
their needs during the next gathering. Con-
clusion: Not an important reason for a CoP.

Because the participants are generally “un-
der-connected” with peers = they talk but
there is no deep exchange.

To build a community of learners, especially
in a community that teaches but forgets to
be learners.

To create a self-sufficient learning commu-
nity that can continue developing after the
end of a program

(5NL, 8HR)

Building on earlier experience, the partners
considered the question of how to attract
participants to take part in an

ongoing program such as a

Community of Practice - orin-

deed, in a single event. In other

words, how to create a ‘swar-

ming’ effect.

A hypothesis built on a few suc-
cessful instances in the past was
that the power of attraction is
great when two elements are
combined in the invitation:

A statement with visionary quali-
ties;

one that appears to ‘make the
impossible possible’

The simplest form, and in some ways the
most effective for deep personal enga-
gement, is to have an online community
without a particular platform (e.g. Slack),
that just meets and shares where they are,
with no designated content. (59HR, next
iteration of S5NL).

A forum can be combined with a reposito-
ry, but that is not mandatory for participa-
tion in a CoP (13SE, OnTL project).

Participation in an online community can
be made mandatory within a given pro-
gram, by designating the task of building
the community, e.g. on Slack, as a part of
the program to which everyone is expec-
ted to contribute.

A practical, down-to-earth focus

This hypothesis was tested when
formulating

invitations to the OnTL CoP, and
must be said

to have been highly successful. It
would

certainly repay further investigation.



ldentified areas for further research and development.

Some questions of a general nature arise
from the models of transformative learning
presented in Figures 1 and 2 above:

How do the states achieved by an indivi-
dual through repeated transformative lear-
ning processes, illustrated in Figure 1, relate
to sustainable developmente The emerging
,Inner Development Goals* (IDGs) offer a
rich field for further research and experi-
mentation in the light of ONTL learnings.

The model in Figure 1 seems to offer the
possibility of moving towards a broader
understanding of transformative learning.
What theories and models can shed new

All the evidence points toward an ongoing
shift in tfeaching philosophy: a shift in emp-
hasis from teaching to enabling learning.
This in turn points to a need and an oppor-
tunity for new approaches to and elements
in the professional development of edu-
cators. Some preliminary conclusions are
presented as guidelines in the report “On-
line Alchemy: how to boost online transfor-
mative learning”. Much more remains to be
‘mined’ from the OnTL project.

One emerging thread crosses sectoral
boundaries: the second example in Annexe
2 describes (5NL) a professional develop-
ment program developed and delivered to
HE educators by a private enterprise buil-
ding on an NGO-developed program.

Another thread concerns content, as
exemplified in the preceding section ‘Trans-

light on the potential directions of such
broadening?

What are the ethical implications of a fa-
cilitator's competence? For instance, a
facilitator may inadvertently trigger ed-
ge-emotions (Figure 2) which may lead to
automatic defence reactions of a person’s
autonomous nervous system and to negati-
ve effects unless handled with care.

What other processes and emotions trigger
transformative learning, and how can the
safe space needed for transformation be
held, in particular online?

formative learning as a general trajectory’,
with all this implies of potential ethical di-
lemmas in requiring of educators what we
are reluctant to require of participants, i.e.
engagement on the path of personal trans-
formation. We see this as a rich field for
further exploration.

Efforts in this direction are also being made
within the framework of Education for Sus-
tainable Development (ESD). However,
transformative learning should not be sub-
sumed under ESD, nor should ESD be subsu-
med under transformative learning; further
exploration is warranted as well in the relo-
tion between the two, especially now that
the global debate about ESD clearly calls
for fransformative learning in its vision of
how humanity can engage in tfransforma-
tion (UNESCO, 2021).



Reading and writing vs audio-visual: a civi-
lization shift taking place? There could be
many useful avenues of enquiry, including
for instance how to upgrade audio aspects
in the face of the overwhelming nature of
the visual.

A survey of students in one experiment sho-
wed a wide divergence of responses:

+No exciting discoveries, but rather the im-
pression that it is very difficult at this stage
to generalise about advantages and in-
conveniences of online training settings. Dif-
ferent participants can experience remote
self-reflection exercises quite differently.
Feeling more or less at ease with ICT in ge-
neral can potentially make a difference (a
hypothesis supported by the relative youth
of the five respondents who considered

that the online format was preferable). And
maybe we are all still in an imposed acce-
lerated learning process regarding commu-
nicating in remote settings, taking time to
overcome our original scepticisme” 23FR

Following the observations reported under
‘Swarming’ above, a number of questions
present themselves, from the behavioural
to the technical. For instance

What determines who responds to an invi-
tation and who doesn’t?

Are there any discussion platforms (fora)
that are low-threshold/high-function AND
affordable?

An associated question is that of embodi-
ment: how can online presence be desig-
ned to make the best use of body languao-
ge and other senses¢ For instance, use of

hand signals was mentioned in 65DE.



Assessment of transformative learning
events requires far more reflection and
research. What we need to grasp better is
(a) what the role of assessment is in (online
and face-to-face) transformative learning
settings in general, (b) what the role of
assessment is in specific educational con-
texts, and (c) how to implement assessment
in each context so that it really serves the
desired purpose.

First and foremost, however, one should
ask: is it a valid objective to define frans-
formative learning as a learning outcome?
How does this influence assessment and
evaluation?

Tentative conclusions:

Transformative learning can be a desirable
outcome in many types of education...

...but does not become an explicit ‘lear-
ning objective’ except in programs speci-
fically designed and announced for that
purpose.

It should thus not be used in evaluation of
the success of the educational event or the
progress of participants...

...but could be evoked in self-assessment
schemes for participants.

A further area of where more experimenta-
tion and research would be welcome are
the four key OnTL metrics, which only very
few experimenters fried to assess:

Enhanced self-knowledge
Enhanced social competence
Enhanced action competence

Enhanced openness to/tolerance for un-
certainty

What do these metrics imply and how can
they be usefully assessed, especially in on-
line settings? Are they adequate or do they
need to be reconsidered?

The following questions about assessment
and evaluation of (online) transformati-
ve learning remain open or have not yet
found satisfying answers:

s it always necessary for facilitators/edu-
cators to assess learning or can individual
self-assessment that is not shared (with the
facilitator or the other learners) be suffi-
cient?

How can assessment and evaluation be
combined with the obligation to attribute
marks in HE or certification settings, without
compromising the transformative dimen-
sion?

In the case of online peer-assessment or
collective assessment, how can we assu-
re that the virtual space created is safe
enough to enable every involved person to
be constructive and sincere?

Is transformation triggered by (online) trans-
formative learning always per se positive for
the learnere

How do we deal with eco-anxiety concer-
ning sustainable development when it sur-
faces in assessment and evaluation proces-
ses, especially in an online setting, where it
may be harder to detect and more difficult
to deliver an appropriate reaction (e.g.
referral to professional psychological assis-
tance)?

How do we assess behaviour change re-
sulting from transformative learning without
falling prey to prescriptive attitudes?



Willingness, expectations, and motivation:
are they different offine and online2 Where
is the balance of responsibility for the lear-
ning process between facilitator and parti-
cipante

Do the expectations of participants influen-
ce their openness to fransformative lear-
niNng?

If so, can participants be helped, through
preparatory work, to set their expectations
in ways that will ease the transformation
processe

From 18IT, using Lego as a basis for storytel-
ling and role play:

“Preparations are important. Participants
either receive (physical) materials in advan-
ce, or they get an email with instructions on
how to prepare. If they don’'t have Lego
Serious Play, they can go for other Lego or
Duplo or just bring a box of random things.

When is it appropriate to use which strate-
ay?

Online

Face-to-face

Blended

Hylbrid

Self-study

All of the initially-formulated challenges

could repay further experimentation and
development, but in particular no. 6 was
only tentatively addressed while a further

So the journey begins with the preparation,
with collecting the things. They are already
curious about what will happen when they
come into the room.”

“There is something missing if you don'‘t
physically go to a meeting. The way to the
event is part of getting attuned, feeling
one's expectations, raising anticipation
and strengthening the purpose/ wilingness
to go to this event. Whereas if you join an
online meeting you might have just before
answered some emails and been involved
in a totally different topic. The transition
from one to another topic / meeting is
missing then.” A question to further explore
might be how to find adequate substitutes
for the journey to a workshop in order to
host the tfransition (65DE).

The whole question of whether a self-study
program can enable transformative lear-
ning, and if so, under what circumstances,
is still open to research.

two, nos. 3 and 8, were not part of the
current round of experiments. The questions
associated with Challenge 2 also beg for
further exploration.



This is essentially about ‘thinking the unthin-
kable'. Can we step back from our own ex-
perience as facilitators of TL - sufficiently far
back to see not what we do/have always
done, but to see the human unfolding that
enchants us each time we see it emerge?

From that perspective we could make the
leap of imagination to a world where that
unfolding is uniquely nourished and sup-
ported by and through programs designed
specifically to take advantage of an online
environment.

One example might be the question rai-
sed by an experimenter who wonders how
AR (augmented reality) can be used. The
question concerned using AR specifically to
connect participants (15SE), which could
be just another way of imitating online what
otherwise takes place in aroom. It could,
however, have much wider implications;
one suggestion was to develop an AR tool
to simulate a conflict situation and ways of
handling it (CoP November).

It was widely felt (initial webinars) that edu-
cators, not least in HE, are unaware of the
potential for creating successful learning
environments online, being perhaps often
more aware of the risks to themselves as
educators. The question arises: how may
many more educators be enabled to un-
dertake this particular step of tfransformati-
ve learning for themselvese More specifical-

ly:
How best to counter a culture that sees on-

line work as a necessary evil rather than an
opportunity?

How to enable practitioners to create their
own experience of transformative learning
through online supporte

More generally, it is postulated that all new
use of digital technologies (Rosenbaum,
2021), and indeed of all ‘social action’,

including education (Merton, 1936) has
unanticipated consequences. What are we
failing to anticipate?

Another aspect of this question is raising
awareness of the potential of transforma-
tive learning, whether online or offline. This
is the overarching dilemma floating above
and before the decision about which form
it subsequently takes. The contributors in all
sectors of the project expressed a struggle
with bridging the difference between what
they perceive people want and what they
need. This is not related only to transforma-
tive learning, but to every learning setting:
how to help the students see the value of
what is learnt or taught. (7HR, 20DE, 14CH)

One experimenter proposed to work online
with a disempowered general public (in
Belarus) in order to foster hope and critical
thinking, and raise action competence to
deal with multiple societal crises. Finally,
the project was taken in a different direc-
tion but the prior discussions revealed the
potential of working online, not least in a
situation where face-to-face meetings are
forbidden or otherwise inaccessible - in itself
a way of disempowering the population
(Rosenbaum, 2021).

The topic will be further explored i.a. in
another program in which several of the
project partners are engaged, Hosting
Empowerment.



In the chapter on facilitation, under the
heading Mobility and physical comfort, we
looked at some of the differences between
online and offline situations. It would be
interesting, and possibly fruitful, to explore
how activations of and constrictions on our
free will, expressed as physical autonomy
and mobility, affect learning and transfor-
mative processes. (47CH, 12SE)

Experience with face-to-face courses in
both higher education and the workplace
seems to indicate that the physical space
‘owned’ by each participant is experien-
ced as compelling: even when participants
are invited to stand up and move around,
and even in the face of physical difficulties

Are hybrid events the future? Some think
not; that the effort involved in creating a
successful hybrid event outweighs the be-
nefits. If it takes twice as much effort, goes
the rationale, then why not organize two
separate events, and avoid the inherent
difficulties of coordinating the online and
offline groups?

Others point to the significant differences
between different types of hybrids, ranging
from ‘most online, a few present physical-
ly' to ‘most in the same physical location,
a few online’. The latter could be seen as
an extension of the well-established prac-
tice of inviting some keynote speakers and
panellists to join a physical conference via
a video link.

Experience with some international confe-
rences with several hundred participants, of
whom perhaps half online, has been re-

such as back pain, participants failed to
respond until a formal break was called.
This should hypothetically be much easier
to amend in an online situation since each
partficipant ‘owns’ a much larger and more
flexible territory.

A possibly related question concerns self-
perception. Through frequent exposure

to online platforms such as Zoom, many
people have - for the first time in human
history - been able to observe themselves in
action as part of a group or community. It is
unclear how this may in the long run influ-
ence the psyche, in particular in terms of
self-knowledge and self perception. (CoP x)

ported as highly successful e.g. by partner
COPERNICUS Alliance. The organizers also
underline the need for extremely careful
preparations, including pre-conference
technical infroduction sessions for speakers
and workshop leaders; but find that the
effort was rewarded with an additional rich-
ness of perspectives brought by far-flung
participants who would have had no possi-
bility to be physically present.

At the moment it seems highly likely that this
practice will become increasingly popular.
Or will it be overtaken by a reluctance to
travel, for health or environmental reasons,
leading gradually to fully online eventsg We
heard at CoP in October: “Anything that
can go digital, will.”



In a world where higher education is under-
going many changes, the abrupt transition
to online education seems to have ac-
centuated some of the existing trends. For
instance, the divides between

On the one hand, HE institutions enthusias-
tically embracing online education, from
MOQOC:s to transition of existing programs to
development of new initiatives; and on the
other those who saw the pandemic-indu-
ced fransition as a necessary evil and are
retreating as fast as they can.

On the one hand, HEIs building on the as-
sumption that sustainable development of
necessity builds on personal transformation,
and on the other those who see the role of
HE as knowledge transfer and any focus on
personal development as potentially threa-

tening the personal integrity of the students.

On the one hand, HEIs focused on frans-
ferring knowledge/facts grounded in acao-
demic research and the scientific fradition,
and on the other those building on the
assumption that sustainable development
challenges the context of scientific inquiry
and calls for a radical re-imagination.

Our understanding [of the world] is progres-
sing neither linearly nor spirally. Instead, it is
unfurling, unfolding. Education in this con-
text is continually contested and fractally
ramifying sensemaking.

- Benjamin Taylor, speaking at Gilbfest 2021

The demands of sustainable development
and the concomitant need for personal

and collective transformative learning may,

in other words, provoke a significant shift
in the perceived and actual role of HEls in
society.

We have multiple roles as TL practitioners.
The one hand facilitates a safe space and
the other needs to bring the participant
closer to the growing edge where transfor-
mation can take place. How do we create

a space for uncomfortable provocation

in a consensual way?2 What is this dance
between providing safe space, and poking
and asking uncomfortable questions?

When we turn off the camera we can have
a safer space to do certain things. What
does this semi private space allow? Is the
threshold lower for some thingse What's the
potentiale

Can we ease people into certain experien-
ces they otherwise wouldn't take on¢ The
idea of continually having to ask for permis-
sion or to give people a sense of agency,
how do we do that at the same time as ex-
posing them to these collective processes,
with a beginning and an end¢ We want
them to have a certain willingness to try
and to be uncomfortable. (CoP April, 25US)

Where are the limits of the online facilitation
of TL2

A transition ‘back’ to offine working can be
aretreat; or, it can be seen as an opportu-
nity to combine the best of both worlds.

“Online learning is so much more delicate.
We can then use it for face to face prac-
tice. As we learn good learning practices
online, they can be transferred to the off-
line environment.” (April CoP)

The pandemic-induced online experience
has been a game changer for our edu-
cators. When going back offline, there is
great potential for the offline teaching to
be enhanced by the online learnings. This
is reported to be easily incorporated in the
workplace education sector (33SE) but less
so in higher education.



The project counts 22 cases, called expe-
riments, carried out in 10 countries. They
were unevenly distributed across the three
sectors: two were carried out in the higher
education sector, five in the workplace
education sector and 15 in the non formal
adult education sector.

Several cases explored more than one
arena, totaling 31 areas of investigation.
Six experiments were not reported back
on, resulting in the input from 24 arenas as
follows:

Program design 7
Facilitation 7

Method 4

Material 2

Community of Practice 2
Assessment/evaluation 1
Software 1

In addition to the experiments, a sponto-
neous series of interviews, or “Zoom-cof-
fees” were carried out with educators from
all three sectors. Because the interviews
were not part of the project plan, the
objectives of the interviews were not sys-
tematic. The purposes of the talks varied
from providing more information about
the project for a practitioner or helping to
formulate an experiment, to following up
on an interesting thread picked up from an
informal conversation. Regardless of what
sparked the meeting, without exception
they all furned out to be highly informative
and valuable as input to the project.

The major contributors (primarily experi-
menters and interviewees) are:

Adya Siddarth, India (2IN)
Giulia Sonetti, Italy (3IT)

Neza Krek, Netherlands, (5NL),
Lawrence Kampf, Croatia (7HR)
Alan Ramic, Croatia (8HR)

Sandra Wilhelm, Switzerland (10CH)
Dan Frendin, Sweden (11SE)
Marilyn Mehlmann, Sweden (12SE)
Annika Piirimets, Sweden (13SE)
Ruth Forster, Switzerland (14CH)
Thomas Herrmann, Sweden (15SE)
Barbara Grazzini, Italy (18IT)

Mario Diethart, Austria (19AT)

Boris Goldammer, Germany (20DE)
Anneke Schaardt, Germany (21DE)
Klaus Schenck, Germany (22DE)
Elisabeth Hoffmann, France (23FR)
Bruce Goldstein, USA (25US)

Ulrika Lofgren, Norway (30NO)
Milos Borovsak, Slovenia (31SI)
Sussan Oster, Sweden (33SE)

Asu Aksu, Netherlands (4TNL)
Stuart Candy, USA (44U5S)

Lise Janssens, Belgium (45BE)

Virag Suhajda, Hungary (46HU)
Katrin Hauser, Switzerland (47CH)
Elena Santer, Switzerland (48CH)
Suiko McCall, USA (55US)

Manuel Bér, Switzerland (56CH)
Galina Kashevskaya, Belarus (57BY)
Jasenka Gojsic, Croatia (59HR)
Dunja Vukovic, Croatia (60HR)
Alfred Strigl, Austria (61AT)

Jutta Goldammer, Germany (65DE)
Anais Saegesser, Switzerland (66CH)
Sylvia Brenzel, Austria (67AT)

Alicia Andersson, Sweden (68SE)



Three different aspects of program design are documented here as examples of the sco-

pe of online fransformative learning.

From the UNECE/OSCE project “Strengthe-
ning national and regional capacities and
co-operation on Strategic Environmental
Assessment (SEA) in Central Asia, including
as a response to climate change.”

This event was the last in a series of events
in each country, where the initial events
had proved less effective (48CH). Originally
planned as an offline event with 25 partici-
pants, it was expanded to a hybrid version
with 55 participants and a facilitation team
of 9, plus interpreters, in six different count-
ries.

The format: A four-hour workshop for five
national tfeams (with number of participants
varying from 3 to 20, intended to help them
over a threshold from studies and plans to
action. Four of the national teams gathe-
red physically in one location, whereas the
fifth met online. The workshop central feam
was in a sixth country.

Presentations by introductory speakers

Each national team presents summary of
current position

Workshop leader presents synthesis of major
challenges/barriers to action

Experts present outline action plans (com-
mon for all countries, highlighting specific
national elements)

Group work in each country focussing on
identification of key challenges and priori-
tized actions; one person from the central
team is present online in each national
group, supporting the local facilitator

Plenary summary outlining next steps for
each country and for the group of count-
ries

The experiment: Fine-tuning program de-
sign and facilitation after disappointing
earlier experiences.

The challenge: Moving from knowledge
transfer to active participation and increa-
sed action competence.

Outcome: Clearly more satisfactory than
previously. Much more active participation
yielding realistic and clearly anchored ac-
tion plans.

Learnings concerned the crucial importan-
ce of

Detailed planning and allocation of
responsibilities

Careful consideration of timing, inclu-
ding breaks and how they are organized
locally

Differentiated approach to each country
when it comes to elements of the action



plans and outcomes of the feasibility
studies

Establishing trust, safe space, and open
communication between tfeam mem-
bers

From the work of Neza Krek, Netherlands,
concerning the program design of a course
for educators at Wageningen University
(5NL, nezakrek.com)

The program design:

4 separate training days, focusing on con-
tent

2 weeks after each training day, there is a
peer coaching session (action oriented)

The participants bring their own workshop
design and get feedback before trying
them out for real in their online classrooms.

Then Mastermind sessions, ending with a
celebration session to anchor and celebrao-
fe

On top of this, an online community on
Slack

Resources and information about the pro-
gram on Teachery

Modified program design for the next ite-
ration of the course (after having tried the
above):

4 training days (4 h) facilitating the partici-
pants’ own transformation processes as well
as fraining, meaning providing content.
After each training day worksheets are sent
out. They feed into these particular partici-
pants’ habits of working with checklists. The
worksheets contain questions that will take

Enabling environment for communicao-
tion between countries.

Platform Zoom, use of simultaneous inter-
pretation

them deeper. The issues are brought to the
implementation sessions.

4 Implementation days (1,5 h) between
the training days, when we go deeper into
matters that are important for the partici-
pants, as well as sharing aha- and “brag-
ging moments”

After the tfraining and implementation
days, halfway through the course: an Open
Space event, where participants come up
with topics they feel strongly about: e.g.
assessment or resistance. During the event
they create groups around the topics that
then become implementation sessions by
participants, facilitated by themselves.
After the Open Space, four mastermind
sessions follow. After each one there is an
implementation session that stems from the
Open Space event.

It ends with a closing session (celebration)

Instead of an online community, the time
spent online together is increased, that is,
the number of implementation and master-
mind sessions.

Preparation of the participants and feed-
back: Before each session, participants are
informed about what is going to happen.
Each session is followed up by emails with
links to resources and documentation.



No embedding into a learning environment (Teachery). Not many people visited it. Instead, Google Drive is
used for just one folder with Google docs and simple lists with links and resources.



Interview with Stuart Candy, USA, concer-
ning the creation of physical artifacts ‘from
the future’, (69US).

UNDP came to me with a challenge re their
annual innovation event: how might expe-

riential futures practice be brought to bear

for the event's Opening Session?

Due to Covid everything was to be online.
The kickoff was planned as a panel conver-
sation about global development's futures,
live in video chat, with the head of UNDP
and invited speakers around the world.

| proposed to interview all the panelists in
advance, one on one, then design and
send an artfifact from the future to each, to
arrive at their homes by the week before
the event. After more than a year on Zoom,
thanks to the pandemic, my hope was to
breathe some dimensionality into our tal-
king-head squares.

Each artifact would draw inspiration from
ideas about the future shared with me by
the speaker in our pre-conversation, and
would try to picture a far-reaching shift in
relationships and power, manifested institu-
tionally, affecting whatever we mean when
we say ‘development’.

The interviews went as planned, and the ar-
tifacts were designed and shipped in good
time. You can see them here, as part of the
blog from which this note is derived.

When the day of the panel itself arrived, |
had the pleasure of moderating the con-
versation with Luciana Mermet, UNDP Re-
sident Representative in Bolivia. The spea-
kers didn‘t know yet what the others had
received, so we had everyone use their
future artifact as a portal through which to
infroduce themselves and their ideas to the
conversation.

It's a minor miracle how it all came toge-
ther. The future artifacts arrived in multiple
locations around the world, our Internet
connections held up, and almost 700 peop-
le joined in to listen, chat and ask questions.
The 90-minute Opening Session is available
to watch in its entirety here.

This was an encouraging way for a new
experiential futures format to add both a
third dimension (physicality) and a fourth
(direct engagement with fime) to a 2D
medium. | half-jokingly dubbed the format
a ,4D panel’, and it would certainly work as
a replicable structure.

The event design built upon the Ethnogro-
phic Experiential Futures toolkit, described
here


https://oecd-opsi.org/toolkits/a-field-guide-to-ethnographic-experiential-futures/
https://oecd-opsi.org/toolkits/a-field-guide-to-ethnographic-experiential-futures/
https://oecd-opsi.org/toolkits/a-field-guide-to-ethnographic-experiential-futures/

Legacy17 (L17) is a not-for-profit cooperati-
ve association registered in Stockholm, with
ca 30 global members/co-owners. Its focus
is on ,people processes' in support of sustai-
nable development, at all levels. Members
of the association are leading-edge practi-

tioners in related fields, for instance educa-
tion, leadership, stakeholder engagement,
collaborative planning and design, lifestyle
and behaviour change, project manage-
ment, empowerment, coaching, facilita-
tion. https://legacy17.org/

Legacy17 is built upon a strong commitment to empowerment, transformative learning,
and co-creation through inclusive collaboration. The latter is particularly relevant to ,com-
munities of practice*, CoP. Over the past two years experiments with a series of regular,
monthly events has been shown to hold the potential to fransform a group infto a commu-
nity, and has noticeably influenced many of us on the professional level, broadening our
perspectives on sustainability and engaging deep human capacities in new ways.

The COPERNICUS Alliance (CA) is a Euro-
pean network of universities and colleges
committed to transformative learning and
change for sustainable development. It is
registered in Germany and is one of the
most influential Higher Education for Sus-
tainable Development (HESD) networks
in Europe. Working closely with members
in more than a dozen countries and in
partnership with strategic stakeholders at
the European and global levels, the CA

identifies challenges in higher education
for sustainable development and spearhe-
ads development of processes, tools, and
knowledge to address these challenges
from a whole-institution perspective. The
CA provides a platform for its members
and organizes and supports events where
its current and future members can share
resources and co-develop innovative initia-
tives. https://www.copernicus-alliance.org/

The COPERNICUS Alliance is involved in fostering Education for Sustainable Development
(ESD) in research, pedagogical practice, and policy. Its members have contributed to
moving the ESD agenda from an initial understanding of education about sustainability
to education for sustainability and now to education as sustainability. In this last, holistic
understanding of ESD, transformative learning is key and requires a whole-university ap-
proach. In this vision of higher education, disciplinary and sectoral boundaries are ack-
nowledged but at the same time overcome wherever they limit fransformative progress,
and the objectivity of science is not dissociated from a value orientation and emotions.


https://www.copernicus-alliance.org/
https://legacy17.org/

Isoropia is a private Croatian company pro-
viding support in personal, organizational
and community fransformations by coa-
ching, training, facilitation, consulting, and
participating in projects which meet the
deepest desires of groups of people. The
mission is to help people, organizations and
communities to inquire into fundamental
questions of their purpose and then support

them in living authentically. The prime focus
is on adult education with a focus on facili-
tating tfransformative learning of adults, on-
line and offline. The principles which guide
every action is the belief in the potential

of all individuals and groups, and people’s
desire to live an authentic life; participatory
processes and collaboration. https://www.
isoropia.hr/en/home/

Isoropia became a member of the International Partnership for Transformative Learning
in 2013, and since then has participated in various local, national and European projects
that ignite and support people and communities’ transformations towards authenticity

and whole system engagement.

Visionautik Akademie is a German adult
education institution that aims to foster
social innovation towards a more humane,
sustainable, enjoyable and healthier socie-
ty for all. Its main approach is to facilitate
and support visionary thinking as well as the
implementation of visionary projects, social
innovations and personal fransformation.

It was founded in 2008 and has since run
many activities that empowered learners to
actively shape their future.

Visionautik partners with organizations
across Europe to give workshops, coaching
and consultation that help its learners not
only to shape visions fowards a better so-
ciety but also to take necessary steps for
their realization. It also supports long term
participation processes for socially disad-
vantaged areas and groups, empowering
parficipants to create and implement ideas
for a better future in their neighbourhood.
https://www.hostingtransformation.eu/part-
ner/visionautik-akademie-3/

Visionautik Academy helped initiate the Transformation Hosts International movement

10 years ago. The focus on online work over the last 2 years has taken this community of
practice to a new level. Internationality is no longer a hurdle. We were surprised at how
much even sitting in front of a screen can deeply move and connect us emotionally. We
are now using the tailwind from this experience to make Transformation Hosts International
more visible and effective. Let’s host fransformation - together.


https://www.isoropia.hr/en/home/
https://www.isoropia.hr/en/home/
https://www.hostingtransformation.eu/partner/visionautik-akademie-3/
https://www.hostingtransformation.eu/partner/visionautik-akademie-3/

The partners extend heartfelt thanks to all the experimenters and other practitioners who
volunteered their time and expertise to produce this rich compendium of experience.

Charlotte Adriaensens, Bel-
gium

Asu Aksu, Netherlands
Alicia Andersson, Sweden

Filiz Keser Aschenberger,
Austria

Manuel Baer, Germany
Ursel Biester, Germany

Irena Borovina, Croatia
Milos Borovsak, Slovenia
Sylvia Brenzel, Austria
Marcus Bussey, Australia
Stuart Candy, USA

Ed Canela, Philippines
Naima Clevenhag, Sweden
Anke de Vrieze, Netherlands
Antje Disterheft, Germany
Jonathan Feldman, Sweden
Dan Frendin, Sweden

Ruth Forster, Switzerland
Diego Galafassi, Sweden
Robert Gilman, USA

Peter Glavic, Slovenia
Frauke Godat, Germany
Lonny Gold, France

Jutta Goldammer, Germao-
ny

Bruce Goldstein, USA
Barbara Grazzini, Italy

Katrin Hauser, Switzerland

Manuel Heer Dawson, Swit-
zerland

Raquel Heras, Spain

Thomas Herrmann, Sweden
Don Huisingh, USA

Kristen Hope, Sweden

Lise Janssens, Belgium
Lawrence Kampf, Croatia
Galina Kashevskaya, Belarus
Thomas Kirkegaard, Sweden
Janine Knight, Spain

Nancy Konvalinka, Spain
Neza Krek, Netherlands
Harsha Kumari, India

Tom Kuppens, Belgium
Jasmina Lukacevic, Croatia
Ulrika Lofgren, Norway

Suiko McCall, USA

Marlene Mader, Germany

Alexander Mehlmann, Swe-
den

Maria Melbing Sweden
Emmi Moses, Sweden
Bjorn Muller, Germany
Ola Nilsson, Sweden
Peter Nolbrant, Sweden
Urban Norling, Sweden
Michael O‘'Grady, Ireland

Meghann Ormond, Nether-
lands

Lisa Pettibone, Germany

Miljenka Plazonic Bogdan,
Croatia

Olena Pometun, Ukraine
Alan Ramic, Croatia

Ann Rilegérd, Sweden
Anais Saegesser, Switzerland
Elena Santer, Switzerland
Anneke Schaardt, Germany
Klaus Schenck, Germany
Peter Schildermans, Belgium
Martina Sepetavc, Croatia
Adya Siddarth, India

loanna Skaltsa, Greece
Giulia Sonetti, Italy

Martina Staznik, Croatia
Alfred Strigl, Austria

Virag Suhajda, Hungary
Gemma Tejedor, Spain

Irene Velten Rothmund,
Norway

Dunja Vukovic, Croatia
Esther Wawerda, Germany
Vera Wechner, Germany
Sandra Wilhelm, Switzerland
Julia Wlasak, Austria

Sonia Zivkovic, Croatia
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This section represents the results of the
desk research as well as contributions from
experimenters and Community of Practice
participants.

To view the list, please see the Legacyl17
web site. The items in the list can be filtered
using any one of the following tags:

arenal program design

arena? facilitation

arena3d assessment & evaluation
arena4 methods & materials
arenab software

self-knowledge
social competence
action competence

Higher Education
workplace


https://legacy17.org/online-transformative-learning/
https://legacy17.org/online-transformative-learning/
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