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The Powerhouse

Abstract
Asfar back as1994 | developed what | call “anew paradigm in education”. In this paradigm
the am of education isto maximise the enormous inherent potentid in learners. Thisamis
shared as a common god by this paradigm and Structurd Cognitive Modifiability (SCM)
through Mediated Learning Experience (MLE). From the perspective of this paradigm
va uable suggestions are made to improve the achievement of this common god. Three
power generators that supply the required energy, as a prerequisite for maximisng human

potentid, are reveded.
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The Powerhouse for Mediated Learning Experience
[ntroduction

When we observe our global society we recognise thet, in spite of desperate attempts
to the contrary, the persstent view of people who are mentally, physcaly and emationaly
chdlenged is that they are incompetent and should be excluded from “norma” society and its
education, because it is very unlikdy that they could benefit from it. The obvious detrimenta
conseguence of such a passve acceptance is that development and improvement is prevented
and the status quoismaintained. On the other hand, “norma” society is characterised by
persistent and growing poverty, crime, corruption, murder, violence, addiction, immordity
and suicide— to name but afew. Mog of thisis evident even in the most affluent societies.
Thisisamanifestation of an inahility to cregte and live in a“normd” society despite many
years of continuous “normd” education. Even goparently “norma” learners severdly lack
basic competence when confronted with reglife Situations. It seems as though, whether
excuded from - or included in “norma” educeation, the outcomes of it perpetuate and even
produce incompetence on a scae that Smply cannot be tolerated.

Although there may be many reasonsfor this, the most fundamenta and basic of these
has been shown through research to be: a misconception about what education redly is; who
thelearners adtudly are (their human make-up and psyche); what they are actudly capable
of; and how the am of education should be achieved in view of this (Slabbert, 1997).

One of the mogt crucid and important contributions to expose some of the mgor
misconceptions about education — is the concegpt of Structura Cognitive Modifiability (SCM)
and its associated theory of Mediated Learning Experience (MLE) developed by Reuven
Feuergtein and his coworkers (Feuersein, Rand & Hoffman, 1979; Feuerden, Rand &
Rynders, 1988; Feuerstein, Klein & Tannenbaum, 1991; Feuergtein, Rand, Haywood, Kyram

& Hoffman, 1995; Tzurid, in press). Mogt importantly, Feuerstein and his co-workers
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exposed the enormous potentid of human beingsto learn even if they are severdy mentdly,
physicaly and emotiondly chalenged because of their cognitive structurd modifiability —
something that has been thought impassible in education. Although SCM and MLE were
developed with regard to the chalenged learner, it revedled some of the mgor deficienciesin
“normal” education. The consequenceisthat that we must accept that MLE isfor everyone,
and not only for the* chdlenged” (Feuerstein, Rand & Rynders, 1988).

SCM holds the view that every human being is capable of modifying hisor her
cognitive structure, no matter the severity of the chdlenge (mentd, physicd or emotiond),
through adequate mediated learning experience (MLE). MLE in its most dementary
description isadirect intentiond intervention to help the learner to increase his or her
learning potentid — and not Smply to regurgitate what has been learnt on command.

Sinceitsincegption, SCM through MLE has been extremdy successful and results
were obtained that sunned even the researchers. In spite of this success, the committed
researchers are continuoudy pursuing the improvement of their work. As an “objective’
observer, and one who aso pursues the highest possible qudity of education, | may detect
issuesin SCM and MLE that need to be addressed and | may provide vauable suggestionsto
achieve acommon god in view of my own research. Thisisthe am of this paper.

A New Paradigm in Educaion

My own research resulted in 1994 in pogdtuleting, whet | cdled, anew paradigmin
educaion: Maximisng human potentid through fadlitating lifelong learning towards a safe,
sugtainable and prosperous universe for dl. This aso condtitutes the am of educetion. Itisa
new paradigm insofar that it replaces the traditiond thinking in education with something
completely new and exactly the opposite: The paradigm that something or someone on the
outsde of the learner has to feed something into the learner, has been replaced by the

paradigm that the learner has been created with enormous inherent potentid that hasto be
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maximised. This shift isthus from an outsde in to an ingde-out paradigm. Since its
pogtulation in 1994, it has been continuoudy updated through action research and is il
developing (Slabbert, 1997).

The main thrust of this paradigm is that the potentia is Stuated ingde the learner and
he or sheis the only one who can maximiseit. The only thing that someone on the outside of
the learner can do isto fadilitate this process. Fadilitating lifelong learning, dthough smple
in its concept, isa highly professond ard extremely demanding task. It involvesonly two
aspects: Initiating learning through dways confronting the learner with a chdlenging, red
life problem that is above his or her current problemsolving ability, but that ultimatdy needs
to be solved by the learner himsalf or hersdif. It is only such alearning task that will make
learning meaningful and that will ensure that potentid is being maximised. The other aspect
ismaintaining learning where the facilitator has to ensure that the learner keeps on learning
until the highest passible qudlity of learning has been achieved. Thisis obtained through
compelling the learner to meta-learn. Meta-learning condtitutes reflection and sharing
meaning with onesdf and is described as the process where the learrer isin complete control
of hisor her own learning: Being able to plan, execute, monitor and assess hisor her own
learning as an individud. Only then will ameta-learner be an active, effective, independent,
lifdong learner who, through thinking skills and crestive problem solving, acquires dl the
necessary intra-persond life skills. The second agpect of maintaining learning iswhen
learners share their constructed meaning with their peers through cooperative learning where
smadl groups of learners help one another to learn. Only through the demanding criteria for
cooperative learning will the learner acquire the interpersond life skillsto fulfil postive
interdependency as the highest human vaue. But most demanding is the way in which the
fadilitator needs to ensure the maintenance of learning with his or her interaction with the

learners. It is thisfeedback action that characterises the new paradigm and distinguishes it
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ultimately from the old paradigm. Instead of being a source of information and imparting
knowledge, the facilitator of learning refrains from every form of teaching and only fulfilsthe
role of an affective encourager and supporter. His or her feedback to learnersis a continuous
chalengeto increase the qudity if their learning until the highest possible queity outcomeis
obtained.

The relationship of this paradigm with SCM and MLE is obvious. In the paragraphs
that follow, some aspects of SCM and MLE will be highlighted and suggestions for
improvement will be made from dready existing research in SCM and MLE aswell aswhet |
have learned from this new paradigm in education, which is S0 well supported by areview of
the most recent research in learning and brain functioning authored by Claxton (1999).
Highlighting some Issuesin SCM and MLE

Feuergtein, Rand, Haywood, Kyram and Hoffman (1995) suggested 13 criteria of
MLE but only thefirg three, namely intentionality and reciprocity, meaning, and
transcendence is seen as necessary and sufficient to be classified as MLE.

Mediaion of intentionality and reciprocity refers to amediator who derts alearner
towards a simulus and compels the learner to respond (Feuerstein, Rand & Rynders, 1988).
It wants to cregte vigilance on the part of the learner through facilitating efficient registration
of information (input) adequate processing (elaboration) and efficient response (output)
(Tzurid, 1999).

Mediation of meaning involves labdling of information (Tzuridl, 1999), and d<0
“represents the energetic, affective, emotiona power thet will make the mediation interaction
overcome resistance on the part of the learner and thereby ensure that the simuli mediated

will indeed be experienced by that learner”. (Feuerstein, Rand & Rynders, 1988, p. 66).
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In mediation of transcendence, the mediator goes beyond the concrete context or
immediate experience and teaches the rules and generdisations that govern the experience
(Tzurid, 1999).

Since transcendence appears to be the strongest predictor of learner’s cognitive
modifighility, it must be of crucid importance (Tzuriel, 1999). Additiondly, transcendence
depends on intentiondity and reciprocity, and meaning (Tzurid, 1999). Thisrdaionshipis
sgnificant and neads to be explored through asmple example.

One of the fundamentd developmenta aspects of early childhood is spatid
perception, i.e “front” vs. “back”. Thisisasmple, straightforward and unambiguous
concept. Mediation of intentiondity and reciprocity might be done by the mediator through
requesting alearner to cometo the front of the class. The learner may be required to observe
his or her pogtion carefully (input) and isthen told thet he or sheisin “front” of the class
upon which the learner is supposed to relate his or her position to “front” (elaboration). Then
the mediator may request the learner to stand in “front” of the desk, upon which the learner
himself needs to respond gppropriatey (output). Mediation of meaning may extend the
previous request to one or two more after which it is assumed that the learner will know whet
“front” is. It means that both the mediator and the learner will be able to express what “front”
means (labdling information). Such asmple concegpt must carry an equaly smple meaning.
Y ou are encouraged to express the meaning of “front” right now before you continue reading.
As soon aswetry this, we run into alittle trouble. We discover thet it is not so easy. We may
say: “Front is a specific podtion in space rddive to an object”. To bring this into the sphere
of comprehension for ealy childhood, it becomes very difficult. One might say: “Front isa
gpecific place in the gpace around something”. Defined in thisway, it seemsvery Smple
agan, but gill completely incomprehensible to alearner in early childhood who may

immediatdy ask: "But whereis front?’ The learner would rather be confused by such an



The Powerhouse

abgtraction relating to some concrete experience — which congtitutes meaning (or
meaninglessness regarding this example). An abgraction is mede either through a mental
image in very early childhood or labdling through language, when this becomes avaladle to
the learner alittle later in life. A learner being mediated by this description of “front” asit's
meaning, will certainly have fundamenta problemsin grasping what “front” is. In addition,
“front”, in this regard, aso conditutes a concept that consequently rendersit arule or
generdization. The same fundamental problem will emerge when transcendence isto be
mediated through teaching this“smple’ concept as arule or generdisation.

Furthermore, this description is obvioudy not the full story. “Front” as a gpecific
place in the space around something, does not indicate exactly where front is except when
front is described as one place in space around something, only when all the other places
around that thing is already known. In better conceptua language “front” is a specific
posgition in goace relative to an object and in reaion to dl the other placesin space around
the object. This places mediation in acrudid dilemma because, according to the latter
description, “dl the other places around something” (like back, top, bottom, side) need to be
known and understood before “front” can be known and undergtood. Thisis aclear Caich 22
gtugtion.

But it becomes even more complicated. “Front” may be determined by the object
itsdf (its position in space), or by an obsarver of the object (its rdation in space) or by the
relaionship between two or more objects, i.e. arow of objects— which complicatesit even
more. The row of objects may be consdered head-on or from the Sde - then an entirdy new
st of determinants for “front’ come into play, regardiess of any of the previous ones. When
objects o consg of an interior and an exterior, i.e. like a building, further complications
are added. A building, like ahdl, might have a“front” and a“back” on the exterior, but as

soon as one enters such a building from the “front”, you find yoursdf actualy (and usudly)
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a the“back” of the hdl, facing the stage in “front” which is directed to the “back” where you
are sanding facing the “front”.

But “person” or “people’ can aso replace “object”. Then an entirdy new set of
criteriaand determinants come into play and everything that was said previoudy about
“objects’ has to be reconsidered now, and complications increase. In addition, dthough a
person is normaly regarded as someone who possesses anaturd “front”, his’her “back” may
aso be regarded as “front” when an observer refers to a person standing with his or her
“back” towards the observer with an object between the observer and the person.

From this“smple’ example, it should be obvious that MLE through such a
(“determinigtic”) process as described here, isnot only virtudly impossible, but may even be
dangeraudy counterproductive (Claxton, 1999) and a hindrance to cognitive modifiability
(Sabbert, 1997). The question is therefore: What represents adequate MLE?

The Question of Adeguate MLE

After reviewing many decades of reseerch in MLE, Tzurid (1999) dso westleswith
the question of adequacy when, referring to MLE interactions, he asks the question: When
does quantity become quality? Of course, the question of adequacy cannot be answered
through such a distinction between qudity and quantity of MLE interactions. It can only be
answered in terms of what the outcome of interactions should be. According to Feuergtein,
Rand and Hoffman (1979), adequate MLE hdp learnersto interndise learning mechaniams.
Internalised MLE will therefore help the learner to use them independently later on in diverse
contexts by means of self-mediation or learning-how-to-learn (Tzurid, 1999). Thisis
characterised by “how to gather information they need in order to solve a problem, how to
organise information so that they will become generators of new information, cregtive
organizers and skilful modifiers of their environment” (Feuerstein, Rand & Rynders, 1988, p.

46).
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Learning-how-to-learn or meta-learning will only be interndised if it is experienced
as something that enhances maximising of the entire human potentia (Sabbert, 1997). The
obvious quedtion is how is this interndisation achieved?

Requirementsfor Interndization

Interndization is fredy mentioned in SCM and MLE, but exactly how thisis achieved
is not explicated. | will maintain that thisis of crucid importance if MLE isto be improved.
It is not the quality or the quantity of the MLE interactions thet maiter. “It is rather how we
interact with the child that characterisss MLE” (Feuerstein, Rand & Rynders, 1988, p. 59).

This means that there are requirements for the interaction to be successful (Slabbert,
1997). The desire to solve this problem is very well expressed by Tzurid (1999) after he
reviewed the research over a number of decades and proposed the directions for future
research when he says. “What other ingredients are required to catalyse the mediation
process?” (p. 36).

What is the Context Requirement?

When the active modification gpproach is compared with the passive acceptance
goproach, the latter is criticised as being “devoid of novelty and lacking in innovation”
(Feuergein, Rand & Rynders, 1988, p. 20) and that such conditions “do not atain the desired
gods and are frequently counterproductive because they are continuoudy made obsolete by
encounters with the requirements of red life’. (Feuerstein, Rand & Rynders, 1988, p. 11).
Some very important research findings were that mediation during freeplay, which depicts
red life Stuationsin its more ambiguous and undefined character, dicited a5 times higher
mediation for meaning than regulation of behaviour. It ssems therefore thet red life Stuations
inherently demand more vigilance from learners (Tzurid, 1999). Klein (1996) dso found the
mediation in red life Stuaions by Ethiopian mothers as crucid for effective SCM. In

reviewing research, Tzurid (1999) findly cdls for naturd conditions (red life) in future
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research rather than the unnatura laboratory - and semi-naturd conditionsnormally usedin
Sudies.

Why isthe red life context so important? My own research has reveded the answer to
this question very clearly: education has become completely detached and atificid to
learners and they find it meaningless.

Our research shows that, of al the places that teenagers prefer, the schoal isthe one

place where they least wish to be. Moreover, when they are in school, the dassroom is

the one place they strongly wish to avoid. They far prefer the cafeteria, the library, or

the hdlways (Cakszentmihdyi, 1991, p. 48).

The reasm for this preference is obvious: in these places can they can a least conduct and
discussred lifein away that is most meaningful to them.

It is only when the learners experience the impact of education as a persond and
direct improvement of their lives, that learning is meaningful to them. It is the meaningful
persond involvement that has direct bearing on their lives that secures the gppropriate
internalisation of events (Sabbert, 1997).

The Problem of Transfer

Only if appropriate interndisation is secured will transfer be possible. It iswell
known thet the brain is asdf-regulatory system and cognitive changes are therefore
conceived as saf-perpetuding, autonomous, and sdf-regulatory. (Tzuridl, 1999). In MLE,
trandfer s|emsto be animplic it assumption, but research has shown thet “the particular
wrapping in which alearning task gppears may dter dramaticaly how, and how well people
go about it, and what attributes they consequently gppear to possess’ (Claxton, 1999, p. 199).

What is themost ided wrapping for alearning task, one might ask? Research has
again dashed conventiond educationa mediation because it was found that “ even thase who

do well in conventiond examinations can display an darming lack of common sense when
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asked to use those skillsin out of school contexts’ (Claxton, 1999, p. 275). Thereason is
two-fold: traditiond teaching methods, regardless of the explicit content, are not building the
learning requirements thet the redl world requires. Secondly, if alearner knows how to do
something, it cannot be assumed that he or she can dso do it. Two completely different areas
in the brain occupy “Knowing how” and “doing” and itslink is not asmple causa cand

from knowing to doing. The neurd connections are operating in the exact opposite way than
assumed, namey through the experience of the doing (Claxton, 1999).

The wrapping of learning tasksin traditiond education, isin the form of andytica
problems that is suitable for test congtruction and they tend to (a) have been formulated by
other people, (b) be dearly defined, (c) comewith dl the information to solve them,

(d) have only a single right answer which can be reached by only a sngle method, (€)
disembodied from ordinary experience, and (f) havelittle @ no intringc interest. But the
wrapping thet isided isfound in practica red life problems that tend to (&) reguire problem
recognition and formulation, (b) be poorly defined, (c) require information seeking, (d) have
various acceptable solutions, (6) be embedded in and require everyday experience, and (f)
reguire motivation and persond involvement (Claxton, 1999).

Both interndisation and transfer require the rlevance of red life context (Sabbert,
1997). Relevance- learning not only what and how, but aso when, where and why — is not
(and should never amply be) magicdly “given”; “it hasto be discovered, and is often only
gradualy redlised as aresult of further [red life] experience and reflection” (Claxton, 1999,
p. 12). In fact, the discovery of rdevance through interndisation and transfer is the vehicle
for the mediation of transcendence. That is probably why Feuerstein, Rand and Rynders
(1998) regard transcendence as the most humanising and the most powerful predictor of

change (Tzurig, 1999). Change is the ultimate am of MLE.
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What is the Prerequisite for Change?

What isthe prerequisite for change to take place? Change will take place only when
disequilibrium thet exigts or is cregted, is S0 uncomfortable that the need to equdise the
Situgtion becomes overpowering. The learning task, through its novelty and complexity,
should therefore require the learner to exceed his or her present capability and capacity. It has
dready been established that this novelty and complexity has to be wrapped in achalenging
prectical red life problem to be solved by the learners themsalves. Only thiskind of
chdlenge will ensure not only learning, but dso human potentid to be maximised (Sabbert,
1997).

But thisis probably the most crucid, and athe same time, the mogt controversid
requirement for MLE. 1t means that even chalenged learners have to be chalenged aove
ther ability. Furthermore, when the learners are struggling with the problem, it should not be
“watered down” to accommodate the learner’ s current capacity because that will render it
“uninteresting and meaningless from the stlandpoint of learning”. (Feuerstein, Rand &
Rynders, 1988, p. 81). Thisleaves the mediator with a grave dilemma because the moment he
or she intervenes/mediates in a manner that the simulus itsalf is tampered with or modified,
the fallowing might happen: (a) the simulus is removed from its context and interndisation
remains superficid and meaningless, (b) the stimulus might not be contextudly “true’ and
therefore trandfer becomes problematic, and (c) the chdlenge of the task is reduced with the
consequent sacrifice of change.

In this regard, it is more accurate to say that the mediator has to bring the learner closer to
the gimulus, rather than the stimulus closer to the learner because the degree of chdlenge has
to be maintained above the ahility of the learner to have the eventud effect of the learner

becoming saf-directed in this regard, because “an individua will seek out anew chdlenge
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only if, after having struggled in order to reach some degree of competency, heis enticed to
pursue greater achievements’ (Feuerstein, Rand & Rynders, 1988, p. 79-80).

Mediation of fedings of competence is very dosdy rdaed to this requirement of change.
An optima degree of novety, complexity and chalengein aproblem isrequired to fed
competent (Feuerstein, Rand & Rynders, 1988). Feedback as mediation strategy should be
provided “not only to successful solutions but dso partidly successful performances and for
attempts at mastery” (Tzurid, 1999, p. 4). “In many casesit will even require mediating the
right to fail temporarily, asaway to reach out to higher levels of functioning”. (Feuergein,
Rand & Rynders, 1988, p. 80). Thisisin accordance with Claxton (1999) who says
“Interpretations of success and failure in terms of *ability’ need to be replaced with
encouragement for sustained engagement” (p. 34).

But even more controversd is the fact that even chalenged learners need to be
confronted by potentialy “dangerous’ psychologica and emotiond stuations like death and
other traumas. A concerned father protected his autistic daughter from her mother’ s degth,
“But this protection, ...deprived her of the vita opportunity to learn to experience sadness
and grief, aswell asjoy and happiness’. (Feuerstein, Rand & Rynders, 1988, p. 77).

Not only isthis last remark significant in terms of the necessary and sufficient risks thet
mediators need to take, but it is aso the epitome that chalenges are only redly meaningful if
they are problemsin red life context that need to be solved (Slabbert, 1997).

The Essentid Foundation of Learning

After reviewing the research in SCM through MLE during the last three decades,
Tzurid (1999) comes to the conclusion that very important prerequidte factors for
determining the required nature of MLE, have not been taken into congderation. He therefore
cdls on future research to consder a more ecologicd, transactiond modd where MLE is

only one component within ahaligtic framework, which indudes the most important
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affective—motivationd factors. In thisregard, it isimportant to take a closer look a some
remarks made about SCM in the literature.

Thestructurein SCM refersto the psychological structure of alearner that consists of
many eements and as astructureis aso linked with avariety of other Sructuresin the
learner. The psychologica structure functions as awhole and tends to change. Thiswill dso
influence other structuresit islinked to. In addition, “ Structura modifiability does nat,
however, limit itsdlf to the cognitive area but ams to affect other subsystems of the
individud’ s persondity aswdl.” (Feuerstein, Rand & Rynders, 1988, p. 11). “Modifiability
relates essentidly to dterations that have occurred in the individud himsdlf, his persondity
traits, histhinking ability and capacity, and his generd leve of competence’ (Feuerdtein,
Rand & Rynders, 1988, p. 7) Thisidentifies SCM dready as a holigtic, ecologicd endeavour.

But most importantly are two other crucid remarks: “Owing to its energetic
components, the psychologica structure tends to act in a salf-regulaing and sdf-perpetuating
way”. (Feuergein, Rand & Rynders, 1988, p. 10). And: “The sdf-regulaiond aspects of the
psychologicd structure refer mainly to the amount of energy needed to ectivate the
Sructure” (Feuerstein, Rand & Rynders, 1988, p.11).

The importance of these two quotes lie in the fact thet, if the Structure isto be
changed, it first needs energy to activate this change and to maintain a changed action before
it will be able to carry on with its changed action in a sdf-regulating and sdf-perpetuating
way. The obvious question is What exactly isthis energy and where and how isit to be
generated, accessed and used?

| believe that the answer to this question is directly rdated to the prerequisite
affective-motivationd factors. Learning (or modification) will not take place — even with dl

the cognitive skills available— without the generatorsthat provide the power and the energy it
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requires. Therefore, dthough learning requires cognitive skills, it is fundamentaly an
emotiona endeavour (Sabbert, 1997; Claxton, 1999).

Smilaly, dthough learning fadlitation aims at learners modifying their cognitive
ability, it fundamentaly operates on an emationd level. To have the learners experience
learning as meaningful, the fadilitator of learning exposes learnersto chalenging and
complex red life problems that the learners have to solve themsdves. It iswith the design of
such learning tasks that the facilitator of learning has to be a skilful actor who is ableto
trandform even possible harmful eventsinto the most effective learning experiences
(Sabbert, 1997). Rather than mediating between the stimulus and the learner, bringing the
dimulus doser to the learner, the facilitator of learning skilfully becomes part of the imulus,
enticing, diciting, evoking and even provoking learners and wooing them to come nearer and
get engaged with the gimulus. Without reveding any secrets that lie within the simulus, the
fecilitator of learning causes the ignition of the three power generators of learning. This
upplies the energy through which learning can take place (Claxton, 1999).

Thefirgt generator isresilience. The learner when being chalenged with increased
novelty and complexity accessesthis generator. The energy itsdlf is generated by the
emotions of uncertainty, doubts, confusion, frudtration, surprise, disgppointment,
goprehension, failure, and setback. The energy is used when the learner tolerates these
emotions because he or she redises that the facilitator of learning, as a Sgnificant other, has
put enough trust in him/her thet he or she will be able to solve the problem. Consequent
actions from the facilitator of learning ensures that the generator kegps on running when he or
she basicdly entices, evokes, dicits learners to look closer, better, more acutely, deeper,
wider, more nuance, etc. to continualy disturb the balance and tir up the emotions until a
relation between novety and complexity is discovered in detecting a relative familiarity.

Thisremains an emationa chalenge and risk from the part of the facilitator of learning. But
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the learners will aso experience other emotions like fascination, absorption, exhilaration, awe
and relief especidly when successis achieved and these emations will consequently ignite
this and aso the other generators in a consecutive learning endeavour.

The second generator is resourcefulness. The learner needs to enable his resources.
The learner accesses this generator when he or sheisimmersed into achalenging red life
problem. Immergon is the naturd learning ability of the brain and therefore the resource of
natura cognitive modifiability. Thisisaso theinput resource. Languege is the second
resource. It is accessed when description of experience is demanded. This dso providesthe
basis for the next resource namely intellect when explanation of the experience is demanded.
Language and intellect are the resources of eaboration and aso expression or output. This
aso opens up the door to another resource and thet is cooperation. Tzurid and Kaufman
(1999) dso emphesis the importance of learning as a collaborativeenterprise. A fifth resource
ismog severdy neglected, and that isintuition. Intuition is one of the most vaugble
resources for learning because it does not require long and hard thinking, but may supply an
ingant solution. Of course afacilitator o learning has to be able to discern between guessing
and intuition. That iswhy the actions of the facilitator of learning to ignite this generaior isa
continuous request to observe, describe obsarvations, give explanations for observations and
to “re-observe’ to improve on the previous attempt, until the best possible result is obtained.

The third and last generator isreflection. Learners need to become Srategic. They
need to be able to take full control over their own learning, becoming Metalearners. The
learner accesses this generator when he or sheis chdlenged to solve the problem individudly
and on his or her own with no hep from someone dse. The actions of the facilitator of
learning to ignite the reflection generator are basically to ask the Meta learning questions.
They are questions that aMetalearner should ask himsdlf or hersdf dl thetime. Theway in

which trandfer of the questions to the learner is being acquired isthat the facilitator of
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learning asks the question, but does rot wait for an answer. This leaves the learner actudly
asking the question to him or hersdlf. The facilitator will of course go back alittle while later
to check the answver. They are questions like “How would you go about doing this?’
(Panning); “What are you doing?’ (Executing); “Why are you doing it” (monitoring); “Is
this the best/only answer? (Assessing).
Conduson

The actions of the facilitator of learning therefore need to ignite the generators of the
powerhouse of learning for the learners to access and use the energy available to maximise
their potentia. A carefully designed learning task as a chdlenging red life problem to be
solved by the learners themsdlves, which are facilitated through the ignition of the power
generators of learning, will indeed condtitute an ecologicd, transactiond modd for MLE
within a holigtic framework in which the affective-motivationa factors are effectively

integrated.
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